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Abstract
Research has shown that high levels of emotional intelligence and resonant
leadership can reduce workplace stress and increase the health, wellness, satisfaction, and
performance of employees. Many K–12 principals face a myriad of challenges that tend
to produce chronic stress, including the recent Covid-19 pandemic. Yet, it is unclear how
the preparation and professional development (PPD) programs available to principals
incorporate and encourage resonant leadership practices that are needed to effectively
cope with these challenges. This study used an explanatory sequential mixed methods
design to examine the perceptions of K–12 principals in Oregon regarding: (a) their needs
and challenges, especially during Covid-19; (b) whether and how principal PPD
programs incorporate emotional intelligence and resonant leadership practices; and (c)
the effectiveness of principal PPD programs in addressing the challenges principals
experience. Data were collected in two phases: Phase 1 focused on quantitative data
collection with a validated survey; Phase 2 focused on qualitative data collection through
interviews of a representative sample of principals, as well as a document review process
to explore the PPD opportunities available to the interviewed principals. The results
indicated that principals in Oregon need PPD training in all dimensions of emotional
intelligence. Furthermore, the PPD that was available to some did not adequately prepare
principals to manage the stress and emotions of their positions. Recommendations are
made for both preparation programs and the on-going professional development of K–12
principals.
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Chapter 1: Introduction
As Boyatzis and McKee (2005) so eloquently stated, “for those bold enough to
lead in this age of uncertainty, the challenges are immense” (p. 1). Their observation now
seems uncannily prophetic as I think about how Americans held on by a thread while
2020 blew through our lives like a tornado. The turbulence and chaos caused by Covid19 has been a new American reality now for eighteen months, and there seems to be no
end in sight. It is difficult to grasp the immensity of the changes we have faced. We have
had to cover our faces with masks while in public, maintain social distancing, forsake our
holiday traditions, and postpone our graduation celebrations, weddings, and funerals, all
while enduring a turbulent social and political climate that has divided many families and
social groups.
The Covid-19 pandemic has affected all aspects of our American society, but it
has been especially damaging to the K–12 education system. Educators spent the
majority of the last year and a half working from home with limited social interactions,
overwhelming amounts of screen time, and constant preoccupation for their students.
They have been under extreme pressure to keep up with, and adapt to, a constantly
changing and completely transformed instructional environment. And while most schools
have now, in the fall of 2021, returned to in-person learning, educators continue to face
challenges, such as limited staffing, public criticism, increasing Covid-19 case rates, and
gubernatorial mandates that continue to make it difficult to provide students with
equitable opportunities for success.
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As a result of these added pressures, many educators have found themselves
failing to manage escalating amounts of stress, but this problem is not new. Researchers
have been highlighting the need to address educator stress and burnout for many years in
response to the high turnover rates of K–12 educators. Some even claim that educator
stress levels are comparable to the levels endured by individuals working in the health
care industry (Bottiani et al., 2019). Unfortunately, the Covid-19 pandemic has increased
the amount of stress that educators are being forced to manage, which has implications
for their health and wellness, as well as their ability to meet the needs of students (Ford et
al., 2019; Laybourn et al., 2019). Although the stress that administrators are experiencing
is atypical, this has provided an opportunity to generalize about educator responses to
stress. This chapter provides a broad overview of the existing body of research on this
topic, which has informed the questions explored and the methods used in this study.
Background and Problem Statement
Much like photographers, educators are both artists and scientists. Photographers
must learn to adjust their aperture, shutter speed, and camera lenses based on a variety of
technical factors; however, they must do so with an eye for capturing the magnificent and
the unique, something that requires both technical expertise and creativity. Likewise,
educators must constantly balance and fine tune the use of the technical and creative tools
at their disposal, to inspire and transform their students. Although photographers often
carry their cameras, they regularly use a tripod for support and stability. The same is true
for K–12 schools in the United States (Figure 1.1). Without the support of the
instructional staff, the administrators who lead them, and the communities that make up
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the school systems, schools have the potential to become unstable and unable to meet the
needs of their students.
Figure 1.1
The Three Legs of School Support

Note: Akin to a photographer’s tripod, there are three primary support structures for students in a school
system: (a) the community; (b) the teachers and staff members; and (c) the school administrators. Each
support structure must be strong to reinforce student success. The development of emotional intelligence
can help strengthen these structures. The clipart images used to design this image were obtained from
Carterart (n.d.) and Iyi Kon (n.d.-a, n.d.-b).
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Research suggests that the classroom teacher is a primary factor in the success of
students (Leonard & Maulding Green, 2018; Quinlan et al., 2018), but it also suggests
that teacher success depends largely on the climate of the school and the support of the
school’s principal (Loewenberg, 2016; Mehdinezhad & Mansouri, 2016; Tripses, 2019).
Therefore, it is likely that student outcomes are indirectly affected by the leadership at the
school, reinforcing the need to recruit, support, and retain high-quality principals (MeyerLooze et al., 2019; Sánchez-Núñez et al., 2015).
Figure 1.2
Change Forces that Lead to the Stress and Burnout of Educators

Note: Decreasing resources and increasing demands weaken the support structures that provide a
foundation for student success. The development of emotional intelligence can help strengthen these
support structures and provide resilience against stress and burnout. The clipart images used to design this
image were obtained from Carterart (n.d.) and Iyi Kon (n.d.-a, n.d.-b).
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Unfortunately, the impact of societal trends and change forces—such as
globalization, competition, budget cuts, calls for accountability, increasing diversity,
technology, interpersonal and intrapersonal challenges, school safety concerns, political
division, racial injustice, and diseases, such as Covid-19 (Figure 1.2)—have increased the
stress felt by all educators, including administrators. This increased stress has led to
impaired health and wellness, decreases in performance, and high rates of burnout and
turnover of both teachers and administrators, which have weakened two critical legs of
the K–12 support system (Bottiani et al., 2019; Levin & Bradley, 2019; Ouellette et al.,
2018).
Fortunately, research from many different fields indicates that the development of
emotional intelligence skills can help strengthen resilience against stress and burnout
(Anthony-McMann et al., 2017; Haghighi & Gerber, 2019; Schutte & Loi, 2014), which
may indirectly strengthen the support structures that reinforce student success (Joseph &
George, 2018; Sánchez-Núñez et al., 2015; Turk & Wolfe, 2019). However, very little
attention has been devoted to helping educators develop these skills (Herman et al.,
2020a, 2020b). Student-based Social-Emotional Learning (SEL) programs have been
implemented in most K–12 schools (Yettick, 2018), and recently, programs that target the
emotional health of teachers, such as the Cultivating Awareness and Resilience in
Education (CARE) for teachers program, have emerged (Jennings et al., 2011; SchonertReichl, 2017); however, the needs of educational leaders, such as K–12 principals, have
been largely ignored despite the extreme pressure and chronic stress they often endure
(Sanchez et al., 2019; Wallace Foundation, 2016). Furthermore, there is very little
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research on the effectiveness of programs that do focus on improving the emotional skills
of principals (Sánchez-Núñez et al., 2015; Wallace Foundation, 2016). Despite the
compelling evidence in support of the need for emotional intelligence training for
principals, it is unclear which factors determine principals’ needs for training and which
dimensions of emotional intelligence should be included in professional learning
opportunities to properly support them.
This study contributes to the body of knowledge required to address the needs of
educational leaders in response to occupational stress and burnout by investigating how
the preparation and professional development programs and activities designed for K–12
principals in the state of Oregon support the emotional needs of principals, especially
during times of stress and uncertainty such as many principals are currently experiencing
because of Covid-19. The results of this study include recommendations for preparation
programs and the on-going professional development of K–12 principals. These
recommendations have the potential to benefit the K–12 educational system at multiple
levels and inform a variety of decision-makers, including district-level policy makers
interested in improving the quality of professional development programs for school
leaders; individuals, organizations, and post-secondary institutions involved in the
preparation of principals; researchers interested in the topics of emotional intelligence,
leadership, stress, and burnout in K–12 education; as well as K–12 administrators,
teachers, students, and communities interested in improving school climate, decreasing
turnover, and increasing student achievement.
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Purpose of the Study
The purpose of this study is to explore whether and to what degree the preparation
and professional development opportunities available to K–12 principals in Oregon
support their emotional needs. Specifically, this study focuses on the emotional skills
principals need to cope with, manage, and bounce back from occupational stress, such as
the stress that has been caused by the challenges and uncertainties related to the Covid-19
pandemic. This study also seeks to understand the ways in which the individual
characteristics of principals and the contexts in which they lead (e.g., school level,
location, level of need) influence their need for the development of emotional skills.
Conceptual Framework
Imenda (2014) states that “the conceptual or theoretical framework is the soul of
every research project” (p. 185). It is important to define the type of framework used to
guide one’s research to determine the literature review process, develop the
methodological approaches, and answer the research questions. The problems explored in
this study cannot be easily explained by one theoretical perspective and require an
inductive synthesis of a variety of existing views and concepts to explore the phenomena
in an integrated way.
This research, therefore, is guided by a framework based on three conceptual and
theoretical perspectives that shape the understanding of the data: (a) Goleman’s mixed
model of emotional intelligence (Goleman, 1997; Goleman et al., 2013); (b) Boyatzis and
McKee’s (2005) resonant leadership model; and (c) Bakker and Demerouti’s (2014,
2017) job demands–resources theory. Goleman’s mixed model of emotional intelligence

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

8

(Goleman, 1997; Goleman et al., 2013) is used to explore the role that emotional
intelligence plays in the preparation and professional development activities that have
been designed for K–12 principals in Oregon and helps identify the dimensions included
and/or needed. Boyatzis and McKee’s (2005) resonant leadership model is used to
understand how the participants use emotional skills in their leadership practices to
engage in self-care and to increase resilience and resonance. Lastly, Bakker and
Demerouti’s (2014, 2017) job demands–resources (JD-R) theory is used to understand the
elements in the K–12 work environment that affect stress and burnout in relation to
emotional intelligence and resonant leadership.
Combined, these frameworks support four main assumptions:
1. Emotions affect performance (Behera & Pani, 2014; George & Dane, 2016;
Lerner et al., 2015; Lings et al., 2014; Schutte & Loi, 2014; Williams, 2015).
2. Emotional intelligence is an essential skill for high-quality leadership (Boyatzis &
McKee, 2005; Goleman et al., 2013; Sanchez et al., 2019; Wallace Foundation,
2016).
3. Emotional intelligence is a skill that can be developed (Boyatzis & McKee, 2005;
Dolev & Leshem, 2017; Embregts et al., 2019; Gilar-Corbi et al., 2019; Goleman
et al., 2013; Nafukho et al., 2016; Parrish, 2015; Pearson & Weinberg, 2017;
Zeidner, 2017).
4. Emotional responses to stress and change can be managed with the development
of emotional skills (Bassal et al., 2016; Behera & Pani, 2014; Ford et al., 2019;
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Hord & Roussin, 2013; Kunze & Menges, 2017; Schutte & Loi, 2014; Stephens &
Carmeli, 2016; Ugoani et al., 2015; Williams, 2015; Yip & Côté, 2013).
These assumptions may limit my ability as a researcher to fully understand the problem
by underestimating the role of other factors that may influence the stress, burnout,
performance, and leadership needs of K–12 principals in Oregon. For example, there may
be additional aptitude-based, trait-based, or context-based factors, or combinations
thereof, that affect principals’ emotional intelligence levels, leadership practices, and
stress-management skills. Furthermore, these assumptions may limit my ability to
recognize additional skill-building opportunities that may be missing from the K–12
professional learning opportunities available to principals that could play a larger role in
principal success than the development of emotional intelligence.
Mixed Model of Emotional Intelligence
There are many models of emotional intelligence, and new theories continue to
shape the field, spurring disagreement and controversy among experts (Antonakis &
Dietz, 2010; McCleskey, 2012). Ability-based theories support the idea that emotional
intelligence is an ability that is highly correlated with general intelligence (‘g’), can be
tested using objective criteria, and can develop over time via the cognitive changes of the
brain as one ages but, like IQ, cannot be directly developed with training (Antonakis &
Dietz, 2010; Clarke, 2010; Côté et al., 2011; McCleskey, 2012; Nagler et al., 2014;
Ugoani et al., 2015; Williams, 2015). Alternatively, mixed-model theories support the
idea that one’s emotional intelligence is based in part on ability, acknowledging that
some people are naturally more emotionally intelligent than others, while recognizing
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that emotional intelligence can be developed through awareness and training (Goleman,
1997; Goleman et al., 2013; McCleskey, 2012; Nafukho et al., 2016; Ugoani et al., 2015).
While evidence suggests that emotional intelligence is in part based on natural
ability (Antonakis & Dietz, 2010; Clarke, 2010; Côté et al., 2011; McCleskey, 2012;
Nagler et al., 2014; Ugoani et al., 2015; Williams, 2015), research also supports the idea
of emotional intelligence as a skill that can be developed to improve organizational
success (Dolev & Leshem, 2017; Embregts et al., 2019; Gilar-Corbi et al., 2019; Nafukho
et al., 2016; Parrish, 2015; Pearson & Weinberg, 2017; Zeidner, 2017). Consequently, the
research conducted in this study is viewed using a mixed model framework, specifically
Goleman’s (1997) theory of emotional intelligence.
Goleman (2001, 2013) saw the utility of emotional intelligence for its practical
application in the workplace. His model involves four constructs—self-awareness, selfmanagement, social awareness, and relationship management—which include emotional
skills and competencies that comprise one’s emotional intelligence. Goleman, among
others, posits that the development of these skills improves interpersonal relationships
and success in the workplace (Dadehbeigi & Shirmohammadi, 2010; Dolev & Leshem,
2017; Embregts et al., 2019; Goleman et al., 2001, 2013; McCleskey, 2012; Nafukho et
al., 2016; Ugoani et al., 2015; Zijlmans et al., 2011, 2015).
Resonant Leadership Model
There are many positive leadership models discussed in the leadership literature.
For example, many researchers have explored the positive benefits associated with
servant leadership, in which leaders view their role as one of service to others (Crippen,
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2010; Hays, 2008; Sendjaya & Sarros, 2002). Although most researchers agree that
service is essential for quality leadership, some researchers argue that effective leaders
must also motivate and inspire those with whom they work, advocating for a leadership
model that promotes transformation (Hofmeyer et al., 2015; Martin et al., 2003).
Ultimately, both servant leaders and transformational leaders care deeply about the
personal development of others and build positive interpersonal relationships that
promote learning and success. However, while both models acknowledge the importance
of connecting with others, and the ways in which service and inspiration help build and
maintain relationships and success, neither model explicitly acknowledges the role that
emotional intelligence plays in a leader’s capacity to form productive and positive
relationships with those with whom they work while managing negative emotions, such
as those resulting from stress.
There are two leadership models described in the literature that explicitly include
emotional intelligence: Bradberry and Greaves’ (2012) framework, as described in their
book Leadership 2.0, and Boyatzis and McKee’s (2005) resonant leadership model.
Bradberry and Greaves’ (2012) framework includes two types of leadership: core
leadership and adaptive leadership. Core leadership skills include the skills that leaders
tend to learn in leadership programs, such as planning and data-based decision-making
skills, while adaptive leadership skills include the skills that tend to make leaders stand
out, such as emotional intelligence. The framework explicitly includes emotional
intelligence as a necessary component of exceptional leadership and uses the four
emotional intelligence competencies (Goleman et al., 2013) to outline suggestions to help
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leaders develop emotional intelligence; however, the authors do not explicitly address
stress and burnout in Leadership 2.0.
In contrast, Boyatzis and McKee’s (2005) resonant leadership model directly
links emotional intelligence to the ability to handle stress and is, therefore, more
applicable to this research. Resonant leadership emphasizes the importance of using
emotional skills to care for oneself and others. Boyatzis and McKee (2005) explain that
even resonant leaders—leaders who are “awake, aware, and attuned to themselves, to
others, and to the world around them” (p. 9) and who use this awareness to form positive
relationships, inspire others, and get results—can fall out of resonance and into
dissonance when they do not take steps to counter the negative effects of power stress—a
unique type of stress caused by the pressures of leadership. They claim that for leaders to
maintain their resonance, they must build their emotional resilience, which fuels their
ability to maintain resonant leadership practices. These concepts are extremely relevant to
this study.
Job Demands–Resources Theory
There are several models and theories in the literature related to job stress and
burnout. Some take a broader stance to examine stress by considering an individual’s
demands and resources, regardless of the industry, while others examine stress and
burnout related to specific fields. There are several models that focus on K–12 education.
For example, the prosocial classroom model (Jennings & Greenberg, 2009) focuses
specifically on teacher stress, emphasizing the importance of emotional intelligence and
the use of emotional skills, such as mindfulness, to reduce the harmful effects of stress in
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the classroom. Similarly, the coping, competence, and context theory of teacher stress
extends the prosocial classroom model to examine the role that the three components of
coping, competence, and context have on teacher stress, the management of teacher
stress, and the development of management skills (Herman et al., 2020b). While these
models provide some insight into how emotional intelligence affects stress and burnout in
education, they provide a somewhat shallow view, focusing mainly on elements that
reduce stress, rather than the complex relationship between protective and destructive
occupational factors as they are related to stress.
Conversely, Bakker and Demerouti’s (2014, 2017) JD-R theory examines the
complex relationships between protective and destructive occupational factors. This
theory builds on predecessors such as Herzberg’s (1966) two-factor theory, which
explored how motivating factors and dissatisfiers affected job satisfaction; Karasek’s
(1979) demand–control model, which examined how the relationship between job
demands and job control affect job strain; and Siegrist’s (1996) effort–reward imbalance
model, which examined how the relationship between an individual’s efforts, and the
rewards they receive for those efforts, affect stress. Bakker and Demerouti (2014) point
out that, much like the models that focus specifically on education, these previous models
have several weaknesses, one of which is one-sided attention to either job stress or work
motivation. Conversely, the JD-R theory explores the complex relationship between job
demands—workload, negative climate, conflict, student behavior, and so on—and job
resources—positive climate, empowerment, efficacy, sense of accomplishment, sense of
purpose, recognition, and so on—as they are related to job satisfaction and stress. The
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JD-R theory argues that high job resources can reduce the negative effects of high job
demands and that burnout is most likely to occur when resources are low and demands
are high.
Further justifying its use in this study, the JD-R theory has been used recently to
study the effects of Covid-19 on teacher exhaustion and principal leadership. Collie
(2021) examined the role of autonomy-supportive and autonomy-thwarting leadership on
workplace buoyancy and the somatic burden, stress, and emotional exhaustion felt by
Australian teachers during the first wave of school closures due to Covid-19. The
researcher used the JD-R theory as a conceptual framework that allowed them to
understand how autonomy had the potential to function as both a resource and a demand.
This research explores a similar topic: how emotional intelligence can be used to buffer
the negative effects of stress. When coupled with Goleman’s mixed model of emotional
intelligence and Boyatzis and McKee’s (2005) resonant leadership model, Bakker and
Demerouti’s (2014, 2017) JD-R theory provides a comprehensive conceptual framework
through which the research in this study can be viewed, allowing understanding of how
emotional intelligence can be a job resource that improves the contexts in which
principals work, improving their ability to cope with, and bounce back from, stress and
burnout.
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Research Questions
I asked the following research questions:
•

RQ1: How do the perceptions of K–12 principals in Oregon, regarding their
needs for the development of emotional intelligence skills, vary based on their
individual characteristics and the contexts in which they lead?

•

RQ2: How do K–12 principals in Oregon perceive that their preparation and
professional development programs have supported the development of emotional
intelligence skills?

•

RQ3: How do K–12 principals in Oregon perceive that their preparation and
professional development programs have prepared them to manage the stress and
emotions caused by Covid-19 and other challenges?

•

RQ4: How do the principal preparation and professional development themes
exposed in the principal interviews and document review process explain the
results from the initial quantitative phase of the study?

Research Methods
This study used an explanatory sequential mixed methods design (Creswell &
Creswell, 2018; Creswell & Plano Clark, 2018) to explore the role that emotional
intelligence plays in the principal preparation and professional development programs
available in Oregon. A mixed methods methodology allowed me to take a pragmatic
approach to developing a well-rounded, deep understanding of the topic that honored
both the collective voice of principals in Oregon and the individual voices of a select
group of principals. I recruited a variety of participants from all levels of K–12 education
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in Oregon, serving in different contexts with different experiences and needs. I used a
document review process, survey, and interviews to develop a holistic view of the topic.
I collected data in two phases: a quantitative phase and a qualitative phase. During
the quantitative phase, I used a survey to gather information about the types of
preparation and professional development activities available to principals and their
perceptions regarding the need for training that includes emotional-intelligence skill
development. I also used the survey to preliminarily classify candidates based on their
individual characteristics and the contexts in which they led. During the qualitative phase,
I interviewed a representative sample to develop greater insight into the themes that
emerged from the survey results. I explored principal stress and preparation in response
to the Covid-19 pandemic in more depth and collected documents related to the training
opportunities that principals mentioned. I used differential and inferential statistics to
analyze the quantitative data gathered from the survey and a priori coding to analyze the
qualitative data, including the data gathered from the reviewed documents and the
interviews.
Definitions of Key Terms and Concepts
The main topics explored in this study include emotion, intelligence, emotional
intelligence, stress, burnout, leadership, and professional development as they apply to
the K–12 educational context in the state of Oregon. There are many interpretations and
definitions of these concepts; therefore, they have been defined here as they apply to this
study to ensure clarity and consistency.
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Ability-Based Emotional Intelligence. An ability-based model of emotional
intelligence is grounded in the idea that emotional intelligence is an ability similar
to IQ. It can be tested and can develop as one ages but cannot be improved with
training.

•

Burnout. High levels of all three of Leiter and Maslach’s (2016) dimensions of
burnout, including emotional exhaustion, depersonalization, and reduced
personal accomplishment.

•

Depersonalization. One of the three dimensions of burnout, which can be
recognized by detachment from work, often resulting in irritation, a negative
attitude, and inappropriate behavior (Leiter & Maslach, 2016).

•

Emotional Exhaustion. One of the three dimensions of burnout, which can be
recognized by a sense of fatigue and loss of energy, often leading to debilitation
(Leiter & Maslach, 2016).

•

Emotional Intelligence. A form of intelligence that involves “the ability to
monitor one’s own and others’ feelings and emotions, to discriminate among
them, and to use this information to guide one’s thinking and actions” (Salovey &
Mayer, 1990, p. 189).

•

Emotional Intelligence Skills. Refers to 18 specific competencies grouped into
the four clusters included in the mixed model of emotional intelligence: selfawareness, self-management, social awareness, and relationship management
(Goleman et al., 2013).
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Emotions. Defined by Lerner et al. (2015) as “multifaceted, biologically
mediated, concomitant reactions (experiential, cognitive, behavioral, expressive)
regarding survival-relevant events” (p. 2), which emphasizes the biological
quality of emotions.

•

Emotional Quotient (EQ). Defined by some researchers as one’s emotional
intelligence level. Alternatively, EQ is defined as the measurement of one’s
emotional intelligence to mirror the use of the term IQ with general intelligence.
In this study, both definitions are used within the context of the research that is
cited.

•

General Intelligence (‘g’). A construct that includes different cognitive abilities,
including processing efficiency and capacity, which can be measured by an IQ
assessment (Fletcher & Hattie, 2011).

•

In-Service Professional Development. Professional development opportunities
that are designed to develop a working educator’s (in this study, specifically, a
working principal’s) skills, in contrast to the professional learning opportunities
that are designed to prepare individuals to become principals.

•

Intelligence. In contrast with emotion, which is generally classified as a mental
reaction, intelligence is classified as a mental ability. For the purpose of this
study, Gottfredson’s (1997) definition of intelligence is used. Gottfredson defines
intelligence as:
a very general mental capability that, among other things, involves the
ability to reason, plan, solve problems, think abstractly, comprehend
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complex ideas, learn quickly and learn from experience. It is not merely
book learning, a narrow academic skill, or test-taking smarts. Rather it
reflects a broader and deeper capability for comprehending our
surroundings—“catching on,” “making sense” of things, or “figuring out”
what to do. (p. 13)
•

Intelligence Quotient (IQ). An assessment developed in the 20th century to
measure intelligence (Sundem, 2014; Ugoani et al., 2015).

•

Job Demands. This study uses West’s (2018) definition of job demands as “the
social, physical, psychological, or organizational aspects of the job that require
sustained psychological or physical effort and therefore cost” (p. 26). In a school
environment, this can include workload, policies, leadership, climate, conflict,
student behavior, and all other student, administrative, and interpersonal-related
activities that explicitly or implicitly fall within the scope of the educator’s duties.

•

Job Resources. This study uses West’s (2018) definition of job resources as “the
physical, social, psychological, or organizational aspects of the job that reduce job
demands and stimulate personal learning, growth, and development” (p. 26). In a
school environment, this can include shared leadership, empowerment, efficacy,
sense of accomplishment, sense of purpose, and recognition, as well as other
internal and external rewards that inspire individuals to seek education as a
vocation.
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Mixed Models of Emotional Intelligence. A model that supports the idea that an
individual’s emotional intelligence level is determined both by natural ability and
skills that can be developed and improved with training.

•

Preparation and Professional Development (PPD). Includes pre-service and inservice professional development.

•

Pre-Service Professional Development. Professional development opportunities
offered as part of a principal preparation program that lead to state licensure as a
principal.

•

Professional Development. Training and professional learning opportunities that
lead to the development of professional knowledge, competencies, and skills that
are needed to be successful in one’s occupation.

•

Reduced Personal Accomplishment. Refers to a sense of professional inefficacy
and a lack of productivity because of one’s inability to cope, which is one of the
three dimensions of burnout (Leiter & Maslach, 2016).

•

Relationship Management. One of the emotional intelligence clusters (Goleman
et al., 2013). Includes the following competencies/skills: inspiration, influence,
developing others, change catalyst, conflict management, and
teamwork/collaboration.

•

Resonance. The ability to stay in tune with others and calibrate the impact of
one’s moods and behaviors while remaining present and emotionally available
(Boyatzis & McKee, 2005; Goleman et al., 2001).
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Resonant Leadership. Boyatzis and McKee’s (2005) definition of resonant
leadership is used in this study. A model in which leaders use the emotional skills
of mindfulness, hope, and compassion to produce resonant relationships that help
leaders counter the negative effects of power stress—"a vicious cycle of stress,
pressure, sacrifice, and dissonance” (p. 9)—so that they can maintain their
resonance.

•

Self-Awareness. One of the emotional intelligence clusters (Goleman et al.,
2013). Includes the following competencies/skills: emotional self-awareness,
accurate self-assessment, and self-confidence.

•

Self-Management. One of the emotional intelligence clusters (Goleman et al.,
2013). Includes the following competencies/skills: self-control, transparency,
adaptability, achievement, initiative, and optimism.

•

Social Awareness. One the emotional intelligence clusters (Goleman et al.,
2013). Includes the following competencies/skills: empathy, organizational
awareness, and service.

•

Social-Emotional Intelligence. Often used interchangeably with the term
emotional intelligence. Emotional intelligence is used more commonly in both the
business world and post-secondary education, whereas social-emotional
intelligence is used more commonly within K–12 education and is often
associated with SEL programs used at the primary level (see definition below).
For the purposes of this study, social-emotional intelligence, social-emotional
competency, and emotional intelligence refer to the same construct.
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Social-Emotional Learning (SEL). Refers specifically to K–12 programs
designed to help children develop the social and emotional skills they need to
interact successfully with their peers and teachers in the educational environment.

•

Stress. The body’s reaction to a challenge or demand. Often experienced as a
negative emotion when the stimuli tax an individual’s coping resources.

•

Trait-Based Emotional Intelligence. Trait-based models of emotional
intelligence refer to models that support the idea that an individual’s emotional
intelligence can be developed but include personality traits that lie outside the
cognitive sphere of influence and reflect one’s perception of one’s emotional
world (Petrides et al., 2018; Ugoani et al., 2015).

Summary
Student success is directly and indirectly affected by the teachers, administrators,
and communities that support schools (Leonard & Maulding Green, 2018; Meyer-Looze
et al., 2019; Sánchez-Núñez et al., 2015). Unfortunately, changes to the educational
environment have resulted in increasing responsibilities and expectations that have led to
high levels of stress among educators and administrators, which has affected their ability
to meet the needs of their students. Research has shown that the development of
emotional intelligence can provide resilience against stress and burnout; however, this
prospect is often overlooked in the development of professional learning opportunities for
educational leaders. Efforts have been made to teach students and teachers how to use
emotional skills to combat negative emotions and stress, but very little attention has been
devoted to this at the leadership level. Therefore, it is not clear how principal preparation
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and professional development programs provide opportunities for developing emotional
intelligence, nor which dimensions of emotional intelligence should be included to
effectively support principals.
This study sought to discover how the preparation and professional development
programs and activities designed for K–12 principals in the state of Oregon incorporated
emotional intelligence and how these efforts relate to the success of such programs in
supporting the needs of principals. I used an explanatory sequential mixed methods study
design to explore the preparation and professional development opportunities available to
K–12 principals in Oregon, the perceptions of principals regarding their training needs,
and some of the factors that may influence these perceptions, especially during the
heightened context of Covid-19. By exploring the links between emotional intelligence
and stress during a period of extreme, heightened stress, this study identifies factors that
will also be relevant to K–12 educator preparation and development in the presence of
stressors and challenges during non-pandemic times. It is my hope that this research will
result in recommendations that can be applied to the preparation and professional
development opportunities currently available to K–12 principals in Oregon.
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Chapter 2: Literature Review
The purpose of this study is twofold: to understand how the preparation and
professional development opportunities available to K–12 principals in Oregon have
supported their needs and prepared them to manage and cope with occupational stress;
and to understand the ways in which the individual characteristics of principals and the
contexts in which they lead might influence their needs. This literature review examines
the existing research regarding how emotions affect behaviors and the performance of
leaders, particularly in the K–12 environment, how emotional intelligence can be
developed, and the best practices for the development of professional learning programs
for educators and administrators. To examine these topics holistically, I have structured
this literature review around three broad areas of related research: (a) research related to
emotions and how emotions affect decision making processes, stress, burnout, and
workplace performance; (b) research related to intelligence, including the theories of
emotional intelligence and practical applications of emotional intelligence in the
workplace; and (c) research regarding leadership, how emotional intelligence can be
developed in leaders, and the best practices for including emotional intelligence in
preparation and professional development programs and activities.
Emotion
Emotions are an incredibly important part of the human existence. They motivate
parents to care for their children and soldiers to defend their communities. They make life
worth living for some and worth ending for others. Lerner et al. (2015) define emotion as
“multifaceted, biologically mediated, concomitant reactions (experiential, cognitive,
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behavioral, expressive) regarding survival-relevant events” (p. 2), emphasizing the
biological quality of emotions. Because emotions are reactions caused by the normal
biological functioning of the body, they are often difficult to control (Asma & Gabriel,
2019; Lerner et al., 2015; Volynets et al., 2019). People may learn to control the evidence
of their emotions, such as crying, or they may become desensitized to events that
previously resulted in emotion, such as is often the case with soldiers in combat;
however, most individuals continue to have emotions that guide their behaviors, actions,
and decisions (Drouvelis & Grosskopf, 2016; Enachescu et al., 2019).
Research suggests that emotions powerfully influence decision making in
conscious and unconscious ways that result in both beneficial and harmful consequences
for decision makers (Barnum & Solomon, 2019; Drouvelis & Grosskopf, 2016;
Enachescu et al., 2019). Researchers have found that integral emotions—emotional
responses that arise when considering the consequences of decisions—can be beneficial
when they motivate a person to respond to injustice or avoid excessive risk taking but can
also cause individuals to act irrationally, even when they have cognitive information that
suggests that their reasoning is flawed (Barnum & Solomon, 2019; Enachescu et al.,
2019). For example, a fear of losing money prevents many people from gambling. This is
a rational fear, as gambling is a high-risk activity, and it will most likely have beneficial
outcomes by preventing excessive risk. However, when a fear of flying prevents people
from travelling by aircraft, decision making becomes based on emotion, rather than
information, resulting in an irrational decision because the chance of dying in a car crash
is statistically higher than the chance of dying in a plane crash (Barnum & Solomon,
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2019; Enachescu et al., 2019; Lerner et al., 2015). Cognitively speaking, the fear of
losing money due to gambling is rational, but a fear of flying due to the chance of a plane
crash is irrational.
Like integral emotions, research indicates that incidental emotions can have both
positive and negative outcomes on actions and decision making (Barnum & Solomon,
2019; Fochmann et al., 2019). Researchers have found that mood affects an individual’s
judgment and decision making, causing incidental emotions to be transferred
unconsciously and irrationally to decisions that are not related to the source of the
emotions (Barnum & Solomon, 2019; Enachescu et al., 2019; Lerner et al., 2015). For
example, someone in a good mood may be more inclined to donate money to a charity in
the checkout line at the grocery store, but if they were to have an argument with a
significant other before going to the store, they may be less inclined to donate money.
Likewise, they may drive more aggressively and be less courteous to fellow customers
and workers at the grocery store, ignoring the fact that these individuals were not
involved in the argument. The positive interactions and deeds of a person can inspire
those with whom they come in contact to pass on positivity, whereas the negative
interactions and deeds of a person can inspire others to pass on negativity, essentially
paying one’s mood forward.
Equally important to the understanding of how integral and incidental emotions
affect decision-making is how these emotions influence interpersonal negotiations.
Researchers have found that there is a reciprocal influence of emotion on negotiation
partners that affects their behaviors and decisions (Enachescu et al., 2019; Lerner et al.,
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2015). For example, research indicates that an expression of gratitude by one person can
trigger generosity in another (Gulliford et al., 2019), whereas the expression of
disappointment by one person can trigger feelings of guilt that may lead to reparative
action by the other (Wubben et al., 2009). Additionally, it appears that the powerdifferential between negotiators affects the emotions, behaviors, and decisions of the
individuals involved. Van Dijk et al. (2008) and Van Kleef (2016) found that in a
negotiation between two people with a low power-differential (i.e., where both parties
have similar power), an expression of anger by one person can trigger concession and
cooperation in the other. On the other hand, Lelieveld et al. (2012) found that in a
negotiation between two people with a high-power differential, an expression of anger by
the person with more perceived power can lead to fear and a desire for retaliation in the
person with less perceived power. Overall, research suggests that, at a minimum, emotion
serves the following functions in decision-making:
•

helping individuals understand one another’s emotions, beliefs, and intentions;

•

incentivizing or imposing a cost on others’ behavior; and

•

evoking complementary, reciprocal, or shared emotions in others. (Keltner &
Haidt, 1999, as cited in Lerner et al., 2015, p. 12)
Furthermore, research indicates that emotions influence the personal and

professional performance of individuals (Behera & Pani, 2014; George & Dane, 2016).
Positive emotions have been shown to increase collaboration, creativity, engagement,
and, perhaps most importantly, the personal resources that allow one to cope and remain
resilient (Bassal et al., 2016; Fredrickson, 2004; Gloria & Steinhardt, 2016; Meneghel et
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al., 2016). In contrast, negative emotions have been shown to decrease an individual’s
health and wellbeing by causing mental health issues, such as stress, anxiety, and
depression, which often lead to physical health issues, as well as a decrease in
engagement and performance (Anthony-McMann et al., 2017; Haghighi & Gerber, 2019;
Laybourn et al., 2019).
Negative Emotions in the Workplace
The workplace environment can be very demanding of an individual’s physical,
intellectual, and psychological resources, and when demands exceed resources, negative
emotions often surface. There are many causes for negative emotions in the workplace.
Pérez-Rodríguez et al. (2019) found that when employees perceived they were being
treated unfairly, it caused negative emotions that increased work stress. Ozcelik and
Barsade (2018) found that feelings of loneliness in the workplace resulted in negative
emotions that led to antisocial behavior and a cycle of negative social interactions that
lowered employee affiliation and job performance. Similarly, Cho et al. (2016) found that
incivility, in the form of rude, discourteous, or condescending behavior—suffered by
98% of the employees in their study—significantly increased emotional exhaustion and
led to lower levels of performance on the job.
Furthermore, researchers have found that negative emotions experienced at work
are often carried over to affect an employee’s future performance. Rispens and
Demerouti (2016) asked 62 professionals working in a variety of professions to complete
daily reports about their emotions and performance. They found that negative emotions
caused by workplace conflict were carried over to the following day. Similarly, Chadi et
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al. (2017) monitored the work of 102 temporary workers at a German research institute
after they were told that the project they had worked on previously had been canceled.
They found that employees began exerting less effort, resulting in a decrease in
performance, when they perceived that their previous work had been meaningless. These
two studies illustrate the dampening effect of negative emotions on job performance that
continues past the time when the emotions were experienced
Research also indicates that negative emotions can lead to burnout from taskrelated role demands (Lings et al., 2014; Rispens & Demerouti, 2016; Wassif et al., 2019)
and that overload is often the cause of negative workplace emotions, frequently leading to
stress and burnout (Bassal et al., 2016; Cho et al., 2016; Lings et al., 2014). When worklife balance is compromised and personal resources become depleted, most aspects of an
individual’s life suffer (Lings et al., 2014; Meneghel et al., 2016; Moqbel & Nah, 2017).
Furthermore, there is evidence that heavy workloads significantly increase emotional
exhaustion and that an employee’s workload is a significant determinant of stress and
burnout (Bottiani et al., 2019; Lings et al., 2014; Ryan et al., 2017).
This link between workload and burnout is especially concerning because stress
can have a harmful effect on an individual’s health. Stress increases one’s risk of
psychological disorders, such as anxiety and depression, as well as physical diseases,
such as cardiovascular disease, diabetes, and obesity. Stressful situations cause the body
to shift into a fight-or-flight mode for survival, which increases an individual’s heart rate,
blood pressure, and respiration (Gloria & Steinhardt, 2016). This process is beneficial
when an individual is in danger or needs to focus on a short-term event but can be
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extremely harmful when stress becomes chronic, eventually effecting an individual’s
quality of life, interpersonal relationships, and productivity in the workplace (Gloria &
Steinhardt, 2016).
Negative Emotions in Education
In the education field, researchers agree that stress has become chronic for many
educators. The levels of stress, burnout, and turnover experienced by educators is higher
than the levels experienced in many other industries (McIntyre et al., 2017), and some
researchers claim that it is matched only by the levels experienced by healthcare
providers, such as doctors and nurses (Bottiani et al., 2019). Studies indicate that 46% of
teachers nationwide report high daily amounts of stress, with up to 50% of teachers
leaving the profession within their first five years of employment, and nearly 30% of
teachers experiencing clinically significant anxiety due to accountability policies related
to standardized testing (Bottiani et al., 2019; von der Embse et al., 2016a). Additionally,
some studies have found that the conditions in urban schools increase teacher stress to an
even greater degree, with some researchers finding that 93% of urban teachers experience
high levels of stress (Bottiani et al., 2019; Herman et al., 2020b). Other researchers have
found that 75% of teachers working with trauma-affected students report plans to leave
their schools (Christian-Brandt et al., 2020). Thus, chronic stress appears to be a key
factor in the attrition of many educators.
As school districts struggle to address widespread teacher attrition, while
continuing to improve student outcomes, researchers have focused on identifying the
causes of teacher stress, burnout, and turnover. Some researchers blame outcomes-related
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factors, such as the test-based accountability policies enacted to meet the No Child Left
Behind legislation (Ryan et al., 2017; von der Embse et al., 2016a, 2016b), whereas
others blame changing work conditions and issues, such as the compassion fatigue
experienced by teachers working with students who have been affected by trauma
(Christian-Brandt et al., 2020). However, many researchers emphasize the
multidimensional character of educator stress (Bottiani et al., 2019; Eddy et al., 2019;
Ouellette et al., 2018). Eddy et al. (2019) argue that stress likely results from a complex
combination of factors that is dependent on the context of the school. That is, the stress
experienced by educators at a high-performing school with ample resources and high
expectations would be different from that experienced by those at a low-performing
school with limited resources where students may struggle more.
Teacher stress in the context of the availability of resources has been further
explored in terms of a teacher’s personal, institutional, and classroom resources (Bottiani
et al., 2019; Ouellette et al., 2018). Bottiani et al. (2019) explain that a teacher’s personal
resources include their self-efficacy and resilience; their institutional resources refer to
the working conditions of their school, including issues such as class sizes, the number of
classes teachers must prepare for, additional duties, professional recognition, teacher
collegiality, and their satisfaction with school leadership. Classroom resources refer to
their personal capacity—in terms of content knowledge, emotional intelligence, and
personality traits—to meet their students’ academic, behavioral, social, and emotional
needs. Other researchers classify these multidimensional factors as internal and external
factors (Martínez-Monteagudo et al., 2019). However, regardless of the way researchers

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

32

frame these resources, there is consensus that when workplace demands are high and
personal resources are low, teachers experience stress. When stress becomes chronic,
teachers often experience burnout and sometimes choose to leave the profession (Bottiani
et al., 2019; Christian-Brandt et al., 2020).
Furthermore, evidence suggests that when teachers experience stress, the quality
of their teaching decreases and their interactions with administrators, colleagues, parents,
and students deteriorate, leading to negative student outcomes (Bottiani et al., 2019; Eddy
et al., 2019; Ouellette et al., 2018). Studies have shown that teacher stress decreases their
ability to manage difficult behavior, increasing the use of ineffective classroom
management procedures—such as harsh forms of behavior management that, in turn,
increase the disruptive behaviors of students—making it difficult for teachers to teach
effectively (Bottiani et al., 2019; Eddy et al., 2019). Additionally, some studies have
found that teacher stress directly increases student stress (Eddy et al., 2019; Herman et
al., 2020b). In fact, research indicates that stress and burnout in teachers leads to negative
outcomes for students, affecting both their academic performance and their development
of emotional skills (Bottiani et al., 2019; Eddy et al., 2019; Herman et al., 2020a, 2020b).
Although there are several reasons for teacher stress, some evidence suggests that
organizational health is the strongest predictor of teacher stress and satisfaction (Ouellette
et al., 2018), indicating that teacher success depends largely on the climate of the school
and the social support systems that are in place (Eddy et al., 2019; Hargreaves & Fullan,
2013; Ouellette et al., 2018). School leadership, then, likely plays a powerful role in
ensuring teacher success and helping teachers combat stress and burnout. In fact, research
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indicates that teacher retention is determined more by school leadership than by other
variables related to the individual characteristics of the teacher and the school (Player et
al., 2017). Some studies further indicate that even in school contexts typically considered
likely to have high turnover rates (e.g., schools with high need student populations),
teacher retention has been maintained with a quality leadership team in place (Player et
al., 2017). This finding corresponds with a growing body of literature that suggests that
principals play a fundamental role in retaining teachers and ensuring their success
(Leonard & Maulding Green, 2018; Loewenberg, 2016; Mehdinezhad & Mansouri, 2016;
Sánchez-Núñez et al., 2015; Tripses, 2019).
Teacher success affects student success; therefore, the effect principals have on
teacher retention and success indirectly, but critically, influences student learning
(Grissom & Bartanen, 2019; Leonard & Maulding Green, 2018; Levin & Bradley, 2019;
Meyer-Looze et al., 2019; Sánchez-Núñez et al., 2015; Yan, 2020). In fact, several
researchers claim that principals are one of the most important factors in student success,
second only to teachers (Grissom & Bartanen, 2019; Levin & Bradley, 2019; Yan, 2020).
But much like teachers, principals experience tremendous amounts of stress. Research
suggests that, on average, 18% of principals nationwide leave their schools after serving
only one year (Bartanen et al., 2019; Grissom & Bartanen, 2019; Levin & Bradley,
2019), and 35% of principals leave before the end of their second year (Levin & Bradley,
2019). These numbers surpass teacher turnover rates (Bartanen et al., 2019; Grissom &
Bartanen, 2019) and indicate an alarming trend, as school improvement initiatives take
time, and school districts need to retain effective principals to ensure teacher and student
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success (Bartanen et al., 2019; Levin & Bradley, 2019; Levin et al., 2019; Pietsch et al.,
2020).
Combatting Negative Emotions
Fortunately, research indicates that there are promising ways to combat negative
emotions that lead to stress, burnout, and turnover. One such way is with the
development of emotional intelligence. Many researchers have found that emotional
intelligence can buffer the stress caused by negative emotions, increasing the health,
wellness, satisfaction, and performance of employees (Bassal et al., 2016; Behera & Pani,
2014; Ford et al., 2019; Kunze & Menges, 2017; Schutte & Loi, 2014; Stephens &
Carmeli, 2016; Ugoani et al., 2015; Williams, 2015; Yip & Côté, 2013). Most of the
research reviewed separates emotional intelligence into two categories of skills: the skills
that help individuals understand emotions and the skills that help individuals regulate
emotions.
Research indicates that the emotional intelligence skills that help individuals
understand emotions also permit individuals to rationalize their emotions, which reduces
the negative emotions experienced and allows individuals to make better decisions
(Pérez-Rodríguez et al., 2019; Yip & Côté, 2013). Pérez-Rodríguez et al. (2019) found
that emotional understanding allows employees to reassess instances in which they felt
they were being treated unfairly to minimize the emotional impact of the incident. Yip
and Côté (2013) found that emotional understanding can improve decision-making by
allowing one to make decisions that are unbiased by incidental anxiety levels caused by
unrelated events. Furthermore, emotional understanding has been found to help
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individuals reduce the negative emotions of others. For example, Whiteside and Barclay
(2016) demonstrated the effects of self-reflection on empathy and interactional justice.
They found that the effects of low empathy and unfair treatment can be overcome by
increasing an individual’s self-awareness.
Similarly, research has shown that emotional skills that help with regulating
emotions allow individuals to change the way they think in order to experience more
positive emotions. These skills help employees manage the suppression or constructive
expression of negative emotions to maintain harmonious work relationships. Cho et al.
(2016) and Bassal et al. (2016) both found that cognitive reappraisal skills reduce
negative emotions. Cho et al. (2016) found that these skills help decrease the amount of
emotional exhaustion employees feel when faced with incivility. Bassal et al. (2016)
similarly found that these skills allow individuals to experience more positive emotions,
less negative emotions, and less symptoms associated with poor physical and mental
health. Likewise, Kunze and Menges (2017) and Stephens and Carmeli (2016) both found
that managing negative emotions allows individuals to maintain harmonious work
relationships. Kunze and Menges (2017) found that the ability to regulate and suppress
negative emotions allowed for older employees to work with younger supervisors
amicably, despite their negative emotions. On the other hand, Stephens and Carmeli
(2016) found that a team's capacity to constructively express negative emotions allowed
team members to enhance performance while maintaining positive working relationships.
Furthermore, skills in emotional regulation appear to contribute to the ability for
employees to work effectively in team environments and to remain in employment
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positions, despite challenges. Proponents of the broaden-and-build theory of positive
emotions (Fredrickson, 2004) believe that positive emotions broaden mindsets, allowing
an individual to build personal resources that help them remain resilient, whereas
negative emotions narrow mindsets, limiting an individual’s personal resources and
resilience (Fredrickson, 2004; Gloria & Steinhardt, 2016). This contrast suggests that
positive emotions may be able to buffer the effects of negative emotions to increase an
individual’s resources and prevent burnout (Fredrickson, 2004; Gloria & Steinhardt,
2016; Meneghel et al., 2016; Moqbel & Nah, 2017).
Several studies have employed this theory explore the effects of positive emotions
in real-life workplaces. Gloria and Steinhardt (2016) tested the theory on 200 postdoctoral students employed at a large research institution in Texas and found that positive
emotions increased their resilience, that coping strategies partially mediated the link
between positive emotions and resilience, and that resilience moderated the impact of
stress on mental health issues, such as anxiety and depressive symptoms. Likewise,
Meneghel et al. (2016) tested the theory on 1076 employees belonging to 216 teams at 40
service companies to explore the effects of positive emotions on teamwork. They found
that the collective positive emotions of teams helped them cope with stress and develop
resilience. Finally, Moqbel and Nah (2017) explored the relationship between enterprise
social media (ESM) and employee performance at a large information technology firm
that had been using ESM for over six years. They surveyed 276 employees regarding
workplace integration, positive emotions, and performance and found that the use of
ESM platforms increased workplace integration and positive emotions, which led to
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increases in performance. Collectively, these studies show a clear link between positive
emotions and workplace success.
Although the literature suggests that positive emotions improve coping
mechanisms, which enhance resilience, not all coping mechanisms are positive. In fact,
maladaptive coping methods, such as contriving positive emotions and suppressing
emotions, often have negative outcomes (Bassal et al., 2016; Gloria & Steinhardt, 2016).
Research suggests that contriving positive emotions is emotionally draining and can
damage the well-being of employees (Lennard et al., 2019; Lings et al., 2014, 2016;
Sanz-Vergel et al., 2012); however, the evidence regarding the benefits and risks of
emotional suppression is less conclusive. Bassal et al. (2016) claim that the suppression
of emotions is associated with low levels of well-being and emotional exhaustion.
However, Lings et al. (2014) report that suppressing negative emotions does not have a
significant impact on emotional exhaustion. Kunze and Menges (2017) go further,
arguing that the suppression of negative emotions can have positive effects in the
workplace. They indicate that the expression of negative emotions has the potential to
cascade into a cycle of negative emotions, which can harm the workplace environment.
Therefore, it seems that emotional suppression can be damaging in some circumstances
and beneficial in others.
Intelligence
Although research indicates that emotions play an important role in decisionmaking, performance, and wellbeing, research has also shown that intelligence can affect
these factors. The most popular definition of intelligence appears to be Gottfredson’s
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(1997) definition, which continues to be cited regularly in the literature. Gottfredson
defines intelligence as
a very general mental capability that, among other things, involves the ability to
reason, plan, solve problems, think abstractly, comprehend complex ideas, learn
quickly and learn from experience. It is not merely book learning, a narrow
academic skill, or test-taking smarts. Rather it reflects a broader and deeper
capability for comprehending our surroundings—“catching on,” “making sense”
of things, or “figuring out” what to do… [intelligence does not capture] creativity,
character, personality, or other important differences among individuals. (p. 13)
Emotion is generally classified as a mental reaction, whereas intelligence is
classified as a mental ability. Although views on intelligence differ, Fletcher and Hattie
(2011) argue that there are three different types of intelligence: problem-solving, verbal,
and social intelligence. They contend that what it means to be intelligent varies based on
the age of the individual being assessed and the culture of the individual making the
assessment. For example, adults tend to see social skills as a measurement of the
intelligence of elementary-school students, verbal skills as a measurement of the
intelligence of high-school students, and problem-solving abilities as a measurement of
the intelligence of college students. There is a progression of expectations that changes
based on the age of the individual. An intelligent five-year-old may be able to sit still and
stay quiet while their teacher is giving instructions, but this ability may no longer be
viewed as intelligent in high school.
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Likewise, different cultures have different values that affect their views on
intelligence. Collective cultures value social harmony over personal development and
achievement; therefore, they are more likely to see social intelligence as hallmarks of
intelligence. In contrast, individualistic cultures, which tend to value personal
development and achievement over social harmony, are more likely to see problem
solving and verbal ability as hallmarks of intelligence (Fletcher & Hattie, 2011). Because
collective cultures value slow contemplative thought, silence is often a hallmark of
intelligence, whereas in individualistic cultures, such as that of the United States, silence
is often seen as a lack of intelligence (Fletcher & Hattie, 2011).
Though there are many different perspectives regarding what it means to be
intelligent, most experts agree that intelligence can be measured and that the ability to
measure it is a key component (Fletcher & Hattie, 2011; Nisbett et al., 2012; Sundem,
2014; Ugoani et al., 2015). Consequently, when most people think about intelligence,
they think about IQ, an assessment developed in the 20th century to measure intelligence
(Sundem, 2014; Ugoani et al., 2015). The Intelligence Quotient (IQ), also known as the
Standford–Binet scale, was created by Alfred Binet and Théodore Simon in 1916 to
identify school children who were not benefiting from regular instruction (Fletcher &
Hattie, 2011; Twomey et al., 2018). It was later adapted for use with adults by the
American psychologist and Stanford University professor Lewis Terman, and it is now in
its fifth revision (Fletcher & Hattie, 2011; Twomey et al., 2018).
Researchers claim that IQ is a measure of one’s general intelligence (‘g’) and that
it can change over time because of the cognitive transformation of the brain as one ages,
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but that it cannot be developed with training. It has been widely accepted as a main factor
in determining success, and this concept has been mass-marketed in the United States;
however, the validity of the measure has been challenged by many researchers over the
last 40 years (Fletcher & Hattie, 2011; Nafukho et al., 2016; Nisbett et al., 2012; Sundem,
2014; Ugoani et al., 2015). Nisbett et al. (2012) state that IQ “is one of psychology’s
greatest achievements and one of its most controversial” (p. 131), noting that debates
continue in several areas, such as the validity of the scale, its reliability in different
cultural contexts, and its potential for misuse. Similarly, Ugoani et al. (2015) argue that
IQ is controversial because it relies on situational factors to predict achievement.
Although historically the study of intelligence centered on analytic processes,
“theorists [soon] began to hypothesize that perhaps cognitive intelligence, as measured by
IQ tests, does not encompass intelligence in its entirety” (Ugoani et al., 2015, p. 564), and
that perhaps there are multiple types of intelligence that have a larger impact on success
than previously thought. It has, however, taken many years for this idea to take root.
Thorndike (1920) “hypothesized that intelligence had academic as well as emotional and
social components” (as cited in Nafukho et al., 2016, pp. 72–73) and Wechsler (1940)
argued that intelligence was composed of “intellective and non-intellective factors that
determine intelligent behavior” (pp. 444–445, as cited in Nafukho et al., 2016, p. 73).
More recently, Sundem (2014) claimed that the practical intelligence that allows
individuals to complete “grocery store math,” which many intellectually gifted
individuals lack, is a type of intelligence largely distinct from general intelligence. He
reasoned that "the intelligence we measure has little to do with the intelligence we
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express in our lives" (p. 15). He also posited that there is a disconnect between
intelligence and success, which he claimed explains the existence of “gifted idiots” (p.
16) who experience much less success than their IQ predicts, as well as individuals who
excel in narrow areas who experience more success than their IQ predicts.
Gardner (1983) took the idea of multiple intelligences further, when he
popularized the concept of eight distinct types of intelligences: linguistic, musical,
logical-mathematical, spatial, bodily-kinesthetic, interpersonal, intrapersonal, and
naturalistic. He proposed that these intelligences are just as important as the analytic type
of intelligence measured by IQ tests. Gardner’s research paved the way for theories of
emotional intelligence, which are similar to Gardner’s interpersonal intelligence—the
ability to understand and appreciate other people’s feelings, fears, and motives—and
intrapersonal intelligence —the ability to understand and appreciate one’s own feelings,
fears, and motives (Dolev & Leshem, 2017; McCleskey, 2012).
Emotional Intelligence
Many researchers credit Salovey and Mayer (1990) with originating the term
emotional intelligence as we know it today (McCleskey, 2012; Ugoani et al., 2015).
Salovey and Mayer’s (1990) definition is used to describe emotional intelligence as
involving “the ability to monitor one’s own and others’ feelings and emotions, to
discriminate among them and to use this information to guide one’s thinking and actions”
(p. 189). Although this definition is widely considered by scholars to be the most
accepted theory on emotional intelligence, Goleman’s (1997) theory is likely the most
well-known outside of the scientific community. Goleman saw the utility of emotional
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intelligence for its practical application in the workplace, and his theory was well
received by corporate America after the publishing of his bestselling book Emotional
Intelligence: Why It Can Matter More Than IQ. There are key elements that differentiate
Goleman’s (1997) theory from that of Salovey and Mayer, and as interest in the study of
emotional intelligence has grown, many other researchers have developed alternate
theories and definitions (Bar-On, 2004, 2006; Gignac, 2010; Kaplan et al., 2010; Law et
al., 2004; Petrides, 2010; Schutte et al., 1998). These theories continue to shape the field
and spur disagreement and controversy among experts. However, for the purpose of this
review, I have grouped the research on emotional intelligence into three categories:
ability-based models, mixed models, and trait-based models.
Ability-based models center on the belief that emotional intelligence is an ability
that is highly correlated with general intelligence, can be tested using objective criteria,
and can develop over time because of the cognitive changes of the brain as one ages but,
like IQ, cannot be directly developed with training (Antonakis & Dietz, 2010; Gignac,
2010; Salovey & Mayer, 1990). Therefore, researchers who support ability-based theories
are mainly interested in researching how emotional intelligence affects success and
performance as part of one’s general intelligence but not in how to use this knowledge to
improve performance. As with IQ, the main purpose of ability-based models is to classify
people so that researchers can understand them but not necessarily to help them.
Mixed models of emotional intelligence are based on the belief that one’s
emotional intelligence level is dependent, in part, on ability and that some people are
naturally more emotionally intelligent than others; however, proponents of the mixed
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model also believe that emotional intelligence is a skill or competency that can be
developed through awareness and training (Boyatzis, 2009, 2018; Bradberry & Greaves,
2009; Goleman, 1997). Therefore, unlike the ability-based models, the main purpose of
the mixed model is to highlight the importance of emotional intelligence in life and to
help people improve their emotional intelligence to achieve more success.
Trait-based emotional intelligence is used by some researchers to refer to mixed
models of emotional intelligence because the mixed models generally include both ability
and trait-based aspects (Tang et al., 2010). However, for the purpose of this examination,
trait-based emotional intelligence refers to models that are based on the assumption that
personality traits lie outside the cognitive sphere of influence, thus distinguishing the
trait-based models from mixed models and changing the operationalization of the
construct (Ugoani et al., 2015).
Although several ability-based models exist, the Mayer ability model, developed
by Salovey and Mayer (1990), is the best known and commonly accepted ability-based
model within the field (McCleskey, 2012). This model evaluates four basic emotionbased abilities: perception of emotions, facilitation of thought based on emotions,
understanding of emotions, and regulation of emotions (Salovey & Mayer, 1990). The
Mayer–Salovey–Caruso Emotional Intelligence Test (MSCEIT) was developed to
measure each of the emotion-based abilities considered by the Mayer ability model and
includes 141 “emotion-based-problem-solving items” (Ugoani et al., 2015, p. 567) that
objectively assess an individual’s emotional intelligence.
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Like the Mayer ability model, the Goleman et al. (2001, 2013) mixed model
involves four constructs that make up emotional intelligence; however, unlike the Mayer
ability model, its constructs are linked to effective performance in the workplace and
include the following four clusters of emotional-intelligence competencies: selfawareness, self-management, social awareness, and relationship management (Goleman
et al., 2001, 2013). The model was built on the premise that individuals are born either
with or without an aptitude for emotional intelligence but that each emotionalintelligence construct includes emotional skills and competencies that can be developed
to improve emotional intelligence, thereby improving interpersonal relationships and
success in the workplace. Based on his original theory, developed in 1995, and the
resulting model, Goleman developed the Emotional Competency Inventory (ECI) in 2001
to measure emotional intelligence (Ugoani et al., 2015). The ECI is comprised of 72
items and allows for self-reporting, direct reporting, and peer rating, providing 360degree feedback (McCleskey, 2012).
Another relevant mixed model based on the premise that emotional intelligence
can be developed and improved is the model developed by Bar-On (Ugoani et al., 2015).
Several researchers claim that Bar-On’s ideas on emotional intelligence predate those of
Salovey and Mayer (1990), as he purportedly used the term emotional intelligence in the
unpublished version of his doctoral dissertation in 1985; however, Bar-On did not
formally publish his ideas until 1997 (Ugoani et al., 2015). Bar-On (1997) defines
emotional intelligence as “a cross-section of interrelated emotional and social
competencies, skills and facilitators that determine how effectively we understand and
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express ourselves, understand others and relate with them, and cope with daily demands”
(p. 14, as cited in Nafukho et al., 2016, p. 73). His model consists of five dimensions that
encompass the following social skills and personality traits: intrapersonal, interpersonal,
adaptability, stress management, and general mood (Nafukho et al., 2016). Bar-On
developed an emotional quotient inventory (EQ-i) to measure these five dimensions. It
was originally designed as a self-report measure (Ugoani et al., 2015) but, like the ECI, it
now allows for 360-degree feedback (McCleskey, 2012). The EQ-i consists of 133 items
scored on a 5-point Likert scale (Ugoani et al., 2015).
Petrides’ (2010) trait-based emotional intelligence model does not see emotional
intelligence as an ability, as Salovey and Mayer (1990) argue, or as a set of skills and
competencies, as Goleman (1997) contends, but instead as a personality trait “that lies
outside the taxonomy of human cognitive ability” (Ugoani, et al., 2015, p. 568). Petrides
(2010) states that emotional intelligence is a “constellation of emotional self-perceptions
located at the lower levels of personality hierarchies” (p. 137). His model of emotional
intelligence includes four components: well-being, sociability, self-control, and
emotionality. These components can be measured with Petrides’ Trait Emotional
Intelligence Questionnaire (TEIQue), a self-report instrument that is available in two
versions: a short version, consisting of 30 items, and a long version, consisting of 153
items (McCleskey, 2012).
Emotional Intelligence in K–12 Education
History of Emotional Intelligence Integration in K–12 Education. Emotional
intelligence has become a popular concept in K–12 education but was not widely
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implemented until the later part of the 21st century. Researchers began studying the
importance of emotional intelligence in K–12 education in the 1960s, when Dr. James
Comer developed the Comer School Development Program at Yale University to focus
on the impacts of psychosocial development on student achievement (Comer, 2020;
Effrem & Robbins, 2019). Comer’s work continued and eventually contributed to the
development of the K–12 New Haven Social Development Program—created by Yale
psychology and education professor Dr. Roger Weissberg and disability rights activist
Mr. Timothy Shriver, to promote concepts, such as self-awareness and self-management
among students—as well as the creation of the William T. Grant Consortium for SchoolBased Promotion of Social Competence, which was co-chaired by Dr. Weissberg (Effrem
& Robbins, 2019; Weissberg, 2019).
In 1994, the Fetzer Institute hosted a conference to discuss school-based efforts to
address the psychological and developmental needs of children. According to Elbertson
et al. (2010), this event led to the establishment of the Collaborative to Advance Social
and Emotional Learning—now the Collaborative for Academic, Social, and Emotional
Learning (CASEL) —which adopted five core competencies: self-awareness, selfmanagement, social awareness, relationship skills, and responsible decision-making. It
was also at this conference that the term social-emotional learning (SEL) was first
introduced. As a result, educators and organizations involved in PK–12 education often
refer to emotional intelligence as social-emotional intelligence/competence and refer to
the development of emotional intelligence in children as SEL.
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Both Weissberg and Shriver continue to be heavily involved in CASEL, and their
work continues to play a large role in promoting the importance of teaching social and
emotional skills to PK–12 students (Effrem & Robbins, 2019; Weissberg, 2019). In
collaboration with other researchers, they have produced several influential works that
have helped grow the SEL field, including Promoting Social and Emotional Learning:
Guidelines for Educators (Elias et al., 1997), Safe and Sound: An Educational Leaders’
Guide to Evidence-Based Social and Emotional Learning Programs (Collaborative for
Academic, Social, and Emotional Learning, 2005), and Handbook of Social and
Emotional Learning: Research and Practice (Durlak et al., 2015), among others
(Weissberg, 2019).
Federal legislation has also had an impact on the integration of emotional
intelligence into education initiatives in PK–12 schools (Effrem & Robbins, 2019). In
1994, President Bill Clinton signed the Goals 2000: Educate America Act, which
promoted “partnerships that will increase parental involvement and participation in
promoting the social, emotional, and academic growth of children” (Goals 2000: Educate
America Act, 1994). This work was continued in 2002 with the creation of the No Child
Left Behind Act, which resulted in the establishment of mental-health grants that were
designed to improve social and emotional development and promote school readiness, as
well as more recently, with the Every Student Succeeds Act (ESSA). The ESSA
continues to encourage social-emotional learning with programs, such as Head Start;
Title I, Title II, and Title IV funding for mental-health services; tiered programs that
target behavioral interventions and support; and training for school personnel, as well as
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accountability provisions that include measurement of the emotional climate of schools
(Effrem & Robbins, 2019; Eklund et al., 2018; Grant et al., 2017).
As a result of these legislative efforts, most public-school districts in the United
States recognize the need for emotional intelligence and have plans in place to support
students in developing social and emotional skills (Eklund et al., 2018; Weissberg, 2019;
Yettick, 2018). Eklund et al. (2018) comprehensively reviewed the emotional learning
standards in place in the United States using CASEL’s core competencies as a
framework. They found that all states had freestanding SEL standards for preschool and
that 49 states had SEL standards embedded in their health and/or physical education
standards at the K–12 level; however, the terminology used to describe the standards
varied, and some states did not include all of the core competencies. Ohio was the only
state that did not include any of CASEL’s competencies within the state’s health or PE
standards, but they were included in the state’s counseling standards. Like many other
states, Oregon’s state standards include all five core competencies at both the preschool
and K–12 levels, and the K–12 standards were embedded in the state’s health, PE, and
counseling standards.
Effects of K–12 Emotional-Intelligence Standards. Most researchers,
educational agencies, and educators seem to agree that SEL programs can lead to positive
effects for students, including increasing positive outcomes, such as school attachment
(Jennings et al., 2020; Yang et al., 2018), protective factors for at-risk students (Tan et
al., 2018), academic engagement (Yang et al., 2018), academic achievement (Bierman et
al., 2010; Rutledge et al., 2015), and lifelong effectiveness (Taylor et al., 2017), while
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decreasing negative behaviors, such as aggression (Bierman et al., 2010; Raimundo et al.,
2013) and bullying (Espelage et al., 2015; Smith & Low, 2013), among others (Rutledge
et al., 2015). Durlak et al. (2011) comprehensively reviewed 213 studies conducted over
a 50-year period ending in 2007 that assessed the development of social-emotional skills
in over 270,000 K–12 students participating in whole-school SEL intervention programs.
They examined how each intervention used sequenced activities, active learning, a focus
on personal or social skills, and explicit SEL targets to develop student skills. They also
examined student outcomes, and the types of outcome measures used, in six areas—
social and emotional skills, attitudes, behaviors, conduct, emotional distress, and
academics—to evaluate the results of each study. They found that SEL programs
produced positive student outcomes in a variety of behavioral, attitudinal, and skillsbased areas, as well as an 11% average gain in academic achievement.
Taylor et al. (2017) sought to extend Durlak et al.’s (2011) work by evaluating
how SEL interventions that targeted emotional intelligence in childhood affected
wellbeing later in life for diverse populations. They reviewed the follow-up effects of 820
studies that occurred from 1981 to 2014 and that used school-based universal SEL
interventions intended to improve the emotional intelligence of over 97,400 K–12
students. They concluded that SEL interventions were beneficial to diverse demographic
groups, that students became more resilient and continued on a positive developmental
trajectory as a result of SEL intervention, and that students continued to demonstrate
benefits for one to 3.75 years on average following the intervention, showing higher
levels of wellbeing at follow-up. They also found that some positive effects, such as
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improved social relationships and higher graduation and college attendance rates, and
fewer negative outcomes, such as arrests and clinical disorders, were seen up to 18 years
post-intervention.
Many researchers believe that these studies, and others like them, indicate that
well-designed and implemented SEL programs have the potential to positively impact
student outcomes, but some researchers continue to question the strength of this evidence.
For example, Effrem and Robbins (2019) claim that the evidence presented by Durlak et
al. (2011) is weak because many of the studies did not include post-interventions, the
measurement of SEL was not standardized, only a few studies tested the relationship
between skill development and positive outcomes, and the majority of the studies (56%)
focused on elementary-school students. Additionally, they argue that two of the studies
included in the meta-analysis did not show positive outcomes. For instance, a study
conducted by Duncan (2007) found that measures of social-emotional intelligence did not
predict academic performance. Lastly, they claim that there is little conclusive research
on the effects of SEL programs because most of the research that has been conducted is
outdated and biased. Despite these critiques of SEL research, there is a great deal of
evidence indicating that SEL programs have positive effects on outcomes in K–12
students.
Emotional Intelligence in Teachers. Although substantial research has focused
on positive outcomes of emotional intelligence programs for students, little attention has
been given to the promotion of outcomes in the educators and administrators responsible
for supporting students (Herman et al., 2020a, 2020b). Therefore, most of the research
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involving teachers and administrators focuses on how their emotional intelligence can be
used to improve student outcomes (Grant et al., 2017; Merritt et al., 2012; Quinlan et al.,
2018; Stevenson & Markowitz, 2019), rather than on how emotional intelligence can be
used to improve their ability to manage their own stress and reduce burnout.
Some progress has, however, been made toward understanding the relationship
between teachers’ emotional intelligence and stress. Researchers have begun to recognize
that although a high level of emotional intelligence in teachers can lead to improved
student outcomes by fostering positive school relationships (Jennings et al., 2020; Yang
et al., 2018), teachers with seemingly high levels of emotional intelligence may still be
ill-equipped to deal with negative emotions, such as stress and emotional exhaustion.
Joseph and George (2018) reviewed several studies that had contradictory findings
regarding the emotional intelligence levels of teachers. Some studies showed that higher
levels of emotional intelligence helped teachers reduce stress by creating stronger
professional relationships that led to a greater sense of job satisfaction. In contrast, other
studies found that teachers with higher emotional intelligence levels often experienced
more stress as a result of their emotional intelligence. These seemingly opposite findings
indicate that although skill in relationship management can increase resilience by
allowing teachers to create stronger relationships, these skills may not help teachers
practice the self-care needed to effectively manage their stress levels. These
contradictions illustrate the complexity of emotional intelligence and may provide
evidence supporting the importance of developing a variety of emotional skills, especially
skills that help teachers and administrators manage stress and develop resilience.
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Although the needs of administrators are often neglected, several researchers have
developed frameworks aimed at developing mindfulness in teachers. The relationship
between mindfulness and emotional intelligence remains unclear; however, many
researchers believe that training in mindfulness techniques helps individuals develop selfawareness, an emotional intelligence cluster that forms the foundation for all other
emotional intelligence skills (Mager, 2019; Rodríguez-Ledo et al., 2018; Thakrar, 2019;
Walters, 2019). Therefore, throughout this literature review, mindfulness will be referred
to in conjunction with emotional intelligence. Schonert-Reichl (2017) explored
mindfulness-based interventions used to improve teachers’ self-awareness and selfmanagement skills to help them manage stress and improve their own health and wellness
while fostering positive relationships with their students to improve student outcomes.
She found that two programs—the Cultivating Awareness and Resilience in Education
(CARE) program and the Stress Management and Relaxation Techniques (SMART) in
Education program—were especially effective at decreasing the distress felt by teachers,
improving their health and wellbeing, and increasing their compassion for students.
The CARE for Teachers program was developed in 2007 by researchers at Penn
State University and the Garrison Institute, and several studies have been conducted to
explore the effects of the program on teachers’ wellbeing (CREATE for Education,
2021a, 2021c; Jennings et al., 2011). Jennings et al. (2011) conducted two pilot studies
with 71 educators to examine the effects in two settings: an urban setting with highpoverty and a suburban/rural setting. Pre- and post-intervention questionnaires were used
to assess changes in educator stress and wellbeing, changes in motivational orientation
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and efficacy, and changes in six dimensions of mindfulness. The researchers found that
CARE was more effective in the urban setting, indicating that it may be more useful in
high-risk school districts.
Schussler et al. (2016) conducted four focus groups with 50 teachers who had
participated in CARE to further explore the quantitative results gathered from previous
data. They found that as a result of the CARE program, participants developed greater
self-care, self-awareness, and self-management skills. Similarly, Sharp and Jennings
(2016) used semi-structured interviews to explore previous findings regarding how eight
teachers who reported positive changes on five self-report instruments—a time urgency
scale, a burnout inventory, an emotion regulation questionnaire, a mindfulness
questionnaire, and a daily physical symptoms inventory—applied the mindfulness
strategies they learned in the CARE program to their work as educators. The researchers
found that the participants integrated mindfulness through the use of CARE metaphors, a
present-centered awareness of their emotions, and emotional reappraisal techniques that
allowed them to reevaluate situations and shift their perspectives. The participants
reported that these practices allowed them to manage their emotional reactions and
generate more compassion for their students, which improved their interactions with
students.
In another study to examine outcomes of the CARE program, Jennings et al.
(2017) assessed its efficacy within 36 urban elementary schools in a high-poverty region
of New York City. Two hundred and twenty-four teachers received 30 hours of in-person
training from November to February, in addition to completing self-directed activities in
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a workbook, listening to self-directed audio recordings of mindfulness and awareness
practices, and participating in three one-on-one phone coaching sessions. The teachers
completed self-report measures to assess their adaptive emotion regulation, teaching
efficacy, mindfulness, psychological distress, time urgency, and physical distress pre- and
post-intervention. Classroom observations were also conducted to assess the interactions
between teachers and students in the classroom. The researchers found that the CARE
program had positive effects on all elements except teaching efficacy and physical
distress, indicating that CARE is an effective tool for increasing the emotional
intelligence of teachers to increase mindfulness, reduce stress, and build a positive
classroom environment.
Doyle et al. (2018) extended this research by evaluating three additional
components of the CARE program with the same 224 participants: (a) how the program
was implemented by trainers; (b) how the participants responded and adhered to the
program; and (c) how the participants integrated the CARE techniques into their practices
nine months after the training concluded. They found that teacher perceptions of program
usefulness were significantly related to how often they practiced and engaged in follow
up, as well as to how the program affected their stress levels. They also found that
participant responsiveness played a role in the relationship between the facilitation of the
program and continued practice and that the quality of the facilitation only affected the
outcomes of the training after the participants had a basic level of understanding of the
concepts presented. In other words, teacher buy-in was more important than the quality of
the facilitation in producing positive results.
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Several researchers argue that mindfulness training programs, such as the CARE
program, start with teacher outcomes but that these outcomes eventually lead to student
outcomes. Roeser et al. (2012) reviewed popular mindfulness training programs,
including CARE; SMART in Education; Inner Resilience; Mindfulness, Courage, and
Reflection for Educators; Mindful Schools; and the Passageworks Soul of Education
Course for Teachers, and created a logic model to outline the relationship between
teacher outcomes and student outcomes. They argue that increasing the health and
wellbeing of teachers leads to increased engagement and performance, which then lead to
positive school outcomes, such as improved interpersonal relationships and climate, as
well as positive student outcomes, such as belonging, engagement, motivation to learn,
and academic performance.
Conversely, it follows that failing to address the stress that teachers experience
may result in negative student outcomes. Roeser et al. (2012) explain that “teaching is
uncertain, emotional, and attentionally demanding work” (p. 168) that requires emotion
regulation and relationship-management skills. Without these skills, stress can quickly
become distress, leaving teachers without the ability to cope with and recover from stress
and diverting their resources toward survival and self-preservation, rather than engaging
in the practices that support positive student outcomes (Roeser et al., 2013). Therefore,
Roeser et al. (2013) argue that professional learning opportunities for teachers must help
them effectively cope with and develop the ability to recover from stress.
Consequently, Roeser et al. (2013) engaged 113 teachers in Canada and the
western United States in a study of the effects of the SMART mindfulness training
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program on teacher stress. Like the CARE program, the SMART program uses
mindfulness training experientially to focus on stress reduction and resiliency in
educators. The researchers used self-report measures and physiological indicators of
stress, such as blood pressure and resting heart rate, to determine the stress levels of
participants pre-intervention, post-intervention, and three months following the
intervention. Additionally, the Canadian participants provided salivary cortisol samples
and engaged in additional assessments that measured their working memory and
attentional abilities. The participants were divided into experimental and control groups.
The experimental group participants completed 36 hours of SMART training, divided
into 11 sessions over an eight-week period, during which time they engaged in activities
designed to encourage mindfulness and self-compassion as resources for coping with
stress and manifesting emotional resilience. The researchers found that the experimental
groups experienced a higher level of mindfulness and self-compassion and a lower level
of stress and burnout than the control groups, and the Canadian experimental group also
showed improvements in their attentional abilities and working memory. However, the
researchers did not find evidence of statistically significant effects in the physiological
indicators.
Other researchers have had similar findings. Ragoonaden (2017) studied the
effects of the Canadian version of the SMART in Education program on 60 preservice
elementary teachers using the Five Factor Mindfulness Questionnaire, practice logs, and
an assignment that was part of their educational program. They found that the
participants’ mindfulness scores increased post-intervention, and they became less
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reactive with modest decreases in stress. Additionally, Crain et al. (2017) found that the
SMART program improved mood and sleep at post-intervention and at the 3-month
follow up. Chesak et al. (2019) also found significant improvements on participant stress,
anxiety, gratitude, happiness, life satisfaction, and quality of life after they participated in
a condensed version of SMART that included a 90-minute session to go over the core
components, followed by eight 1-hour teleconferences over a year’s time, during which
participants were encouraged to read the Mayo Clinic Guide to Stress-Free Living book
and complete 12 SMART modules, while practicing the mindfulness activities included.
Although some professional development programs for teachers, such as the
SMART program, include training that acknowledges the importance of improving the
ability of teachers to cope with and recover from stress, several researchers point out that
this element is largely absent from teacher preparation programs and argue that this
leaves new teachers unprepared for the challenges they will face (Roeser et al., 2012;
Schonert-Reichl et al., 2015). Schonert-Reichl et al. (2015) explored the preservice
standards for state-approved teacher preparation programs in all 50 states to determine
whether they conveyed the need for emotional intelligence. They analyzed the degree to
which the standards indicated that teachers were required to be taught to develop
emotional intelligence, including (a) developing their own emotional intelligence using
CASEL’s five core competencies; (b) developing the emotional intelligence of their
students; and (c) developing an educational environment that promotes emotional
intelligence. The researchers found that teacher emotional intelligence was given very
little attention in the state standards and that the competencies of self-awareness and self-
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management were largely neglected. They also found that there were few state-level
standards focused on promoting the emotional intelligence of students in a
comprehensive way, with only 33% of the states addressing all of CASEL’s core
competencies. However, they did find that most states included standards related to the
educational environment, such as standards that encourage school-wide coordination and
school–family partnerships that support student success.
Other researchers have explored the value of preservice courses that include
emotional intelligence. Joseph and George (2018) reviewed the literature and found that
previous research indicates that emotional intelligence training has positive effects on
increasing the emotional skills of preservice teachers. Similarly, Waajid et al. (2013)
sought to determine how courses that include emotional intelligence influence preservice
teachers’ views of emotion in the classroom, as well as how teacher preparation programs
can prepare future teachers to focus on SEL. They examined the reflective assignments of
twelve students in their senior year of a teacher preparation program and found that a
focus on emotional intelligence was necessary to shift to student-centered pedagogy, help
students develop a greater appreciation of SEL, and develop a desire to learn more.
Therefore, research indicates that it is very likely that emotional intelligence
training is beneficial for increasing both student outcomes and teacher outcomes. The use
of SEL programs to develop the emotional intelligence skills of students is widespread;
however, the use of similar programs to develop the emotional intelligence skills of
teachers is limited. However, although researchers have begun to recognize the need for
professional learning opportunities that focus on increasing the health, wellbeing, and
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resilience of K–12 teachers, there are very few studies that focus on the emotional needs
of principals.
Emotional Intelligence of Principals. Researchers have explored how the
emotional intelligence of K–12 principals relates to transformational leadership (Wang et
al., 2016), the management of change efforts (Tai & Kareem, 2018), teacher job
satisfaction (Swift, 2018), teacher efficacy (Leonard & Maulding Green, 2018), teacher
attitudes (Simms, 2016), the improvement of instructional strategies (Chen & Guo,
2020), school climate (Allred et al., 2016; Mason, 2018; Noe, 2012), and school
outcomes (Kline, 2011; Noe, 2012; Pervez et al., 2016). However, very little attention has
been placed on how emotional intelligence can be used to increase the health, wellbeing,
and resilience of principals, despite evidence that, like teachers, most principals are under
incredible amounts of stress that often leads to burnout and turnover (Bartanen et al.,
2019; Grissom & Bartanen, 2019; Levin & Bradley, 2019).
Recently, as mindfulness training has become a more popular intervention used to
increase a teacher’s ability to manage and bounce back from stress, some researchers
have begun exploring the use of mindfulness training with principals. Wells (2013)
conducted a conceptual review of over 30 years of research on principal stress and the
interventions used to respond to principal stress. Wells (2015) expanded this review to
include emotional intelligence, neuroscience findings, and resonant leadership,
concluding that mindfulness practices may be a viable option to counteract principal
stress. Klocko and Wells (2015) continued this exploration by studying the stress levels
of 708 K–12 principals in a midwestern U.S. state to measure trends in stress and
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principal attitudes over time in response to state accountability pressure. They found that
the principals experienced chronic levels of stress that increased significantly from 2009
to 2012. They inferred that because it was unlikely that job expectations for principals
would decrease under the current educational framework, principals needed to find ways
to manage their stress and proposed mindfulness practices as a practical solution. Wells
and Klocko (2018) expanded on these findings by reviewing the literature regarding
physician stress and burnout, uncovering several parallels between the work that
physicians do and the work that principals do, such as working long hours, dealing with a
variety of complex issues in relative isolation, being subject to public scrutiny and legal
threats, and difficulty setting boundaries to protect their personal life. Therefore, they
argued that because mindfulness practices have been used successfully with physicians to
reduce stress and burnout, these practices may also have positive implications for
principals.
Although this research indicates that principals experience a great deal of stress
and that mindfulness practices may help principals manage and recover from stress
better, very little research has been conducted regarding how principals respond to
mindfulness training. Some insight has been gained from several whole-school SEL
programs, which have been developed to recognize the importance of all stakeholders
and strengthen the emotional intelligence of all community members, including
administrators. For example, Elbertson et al. (2010) and Stillman et al. (2018) have
researched the effects of such programs on positive outcomes for participants; however,
the research focus remained on the effects experienced by teachers and students.
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CREATE for Education, a non-profit organization that serves educators with the
goal “to nurture healthy, caring, equitable school communities that support social and
emotional learning and teacher and principal wellness” (CREATE for Education, 2021b,
para. 1) has recently adapted the CARE for Education program to meet the needs of
principals. With several years of data now available, researchers have begun to study the
effects of the program. One such researcher has followed the experiences of 13 principals
at six public schools in a mid-sized school district who were engaging in the CARE
program (Mahfouz, 2017, 2018a, 2018b). She interviewed the principals before and after
their participation, observed their CARE training sessions, shadowed them in their
schools, and conducted a survey of their perceptions to explore how mindfulness
practices affected their leadership. She found that the principals reported experiencing
chronic stress, and although some of them were somewhat resistant to the CARE
program, the practices they learned generally led to positive outcomes. These outcomes
included an increase in emotional intelligence skills, such as self-awareness, selfmanagement, and self-compassion, all of which helped them manage their stress levels.
Mahfouz and Gordon (2020) suggests seven action steps that can be taken to help
principals develop their emotional intelligence:
•

formalizing self-care in the leadership standards;

•

creating an environment where self-care is valued and supported for all staff,
including leaders;

•

implementing professional development programs for school leaders that include
emotional intelligence training and mindfulness practices;
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promoting coaching and mentoring as sources of support;

•

embedding SEL in all aspects of district and state policies, including strategic
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plans, curricula, standards, and budgets;
•

committing to long-term principal assignments; and

•

prioritizing SEL by tying it to measurements of student performance.

These action items present a framework for the integration of emotional intelligence into
all elements of the K–12 school structure, including leadership practices. Although there
is a limited amount of research on how emotional intelligence helps principals manage
and recover from occupational stress, there is evidence to suggest that it is an important
component of effective leadership practices (Doe et al., 2015; Ugoani et al., 2015).
Leadership
Although research indicates that skillful and effective leadership is critical for the
success of both employers and employees across fields, leadership is inherently complex.
This complexity has driven researchers to search for leadership practices and models that
have a large impact on outcomes while seeking to develop programs that help leaders
acquire the skills they need to be successful and meet the needs of the U.S. companies,
institutions, and organizations that spend nearly $14 billion annually on leadership
development programs (Gurdjian et al., 2014). As a result, the concept of effective
leadership has continued to evolve over time.
Transactional Leadership. Beginning in the 1940s, transactional leadership,
which is characterized by "the establishment of fair and stable exchange relationships”
(Zacher & Johnson, 2015, p. 1212), was a common style of leadership. Transactional
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leaders clarify responsibilities and expectations, help their followers set goals, monitor
follower progress, and provide rewards for high levels of performance (McCleskey,
2014; Zacher & Johnson, 2015). Researchers have found that these practices are effective
in some settings and generally have positive effects; however, over time, research has
shown that the rewards-based system used by transactional leaders may not provide
enough intrinsic motivation to inspire the creativity needed to stimulate innovation and
organizational success (McCleskey, 2014; Zacher & Johnson, 2015). Further, some
researchers have found that transactional leaders may develop dissonant behaviors, such
as micromanagement, as well as coercive or authoritarian practices that have negative
effects on an organization (Hofmeyer et al., 2015; Martin et al., 2003).
Servant Leadership. In the 1970s, Robert Greenleaf popularized the idea of
servant leadership (Boyum, 2008). Servant leadership interweaves the concepts of
serving and leading to such an extent that neither concept outweighs the importance of
the other. According to Boyum (2008) and Sendjaya and Sarros (2002), a servant leader
is an individual whose dedication to community and the common good inspires others.
They list 10 practices of servant leaders: listening, which conveys a desire to understand
others’ points of view; empathy, which shows dedication to interpersonal relationships;
healing, which represents a dedication to wellness; persuasion, which increases
understanding and promotes knowledge; awareness, which promotes authenticity and
trust; foresight, which helps one predict what will happen in the near future;
conceptualization, which reveals the importance of the big picture as well as its parts;
commitment to growth, which demonstrates a commitment to knowledge; stewardship,
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which conveys a responsibility to benevolence and nonmaleficence; and commitment to
community, which acknowledges the importance of relationships. Crippen (2010) argues
that there should be 11 traits and adds calling to his list (p. 33), as he claims that calling
allows one to serve without ambition.
Furthermore, intention is a critical piece of servant leadership. Boyum (2008) and
Sendjaya and Sarros (2002) both discuss the responsibility of servant leaders to put the
needs of others above their own needs. This seems to imply the need for a lack of selfcare in leaders. However, when evaluating a leader’s practices, one must consider the
leader’s intentions. Is the leader’s intention to take care of themself so that they can serve
others, rather than to put their needs above the needs of others? Is the leader’s intention to
gain recognition for themself or their team, rather than to help others within their
community grow and improve? In servant leadership, the intentions behind a leader’s
actions and practices, must always be in the service of others.
Transformational Leadership. Transformational leadership, is a leadership
approach that helps transform individuals and organizations, sharing some characteristics
with servant leadership but with differences in conceptualization. Transformational
leaders are described as leaders who care deeply about the personal development of their
followers and build interpersonal relationships that promote learning, motivate
development, and inspire high levels of performance (Hofmeyer et al., 2015; Martin et
al., 2003; Zacher & Johnson, 2015). In other words, transformational leaders have high
levels of emotional intelligence. Boyum (2008) claimed that servant leadership and
transformational leadership have the same philosophical foundations; however,
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transformational leadership is distinct in that its leaders and followers both seek actions
that improve one another’s lives, thereby benefiting from a reciprocal relationship. Stone
et al. (2003), on the other hand, differentiated transformational leadership from servant
leadership based on the leader’s focus, claiming that transformational leaders focus on
the organization’s needs, rather than an individual’s needs. Other researchers have
identified the fact that transformational leaders are better equipped to motivate and
inspire followers as a key element that elevates the transformational style above other
models (Hofmeyer et al., 2015; Martin et al., 2003). Transformational leadership includes
all the positive traits that are often cited in other models of high-quality leadership, such
as collaboration, emotional intelligence, and the ability to drive positive change, while
avoiding the potentially negative effects of transactional leadership, such as a tendency
towards micromanagement and authoritarian practices (Hofmeyer et al., 2015; Martin et
al., 2003; Zacher & Johnson, 2015).
Research indicates that transformational leadership is likely the most accepted and
widely tested leadership model. Leithwood and Sun (2012) explored the results of 79
unpublished theses and dissertations that used quantitative methods to study
transformational school leadership and found that transformational leadership positively
affected teachers’ behaviors and influenced the whole-school environment. Zacher and
Johnson (2015) explored how the transformational leadership of teachers affected student
creativity and found that transformational leadership positively predicted creativity.
Similarly, Leithwood and Jantzi (1999) explored the effects of the transformational
leadership of principals and teachers on 9,941 students attending 110 schools in a large
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Canadian school district that was facing several important change initiatives. Survey
results indicated that teacher leadership had a statistically significant effect on student
engagement, but the effect was weak. In contrast, principal leadership had a greater effect
than teacher leadership and explained 27% of the variation in the school conditions
measured, which is a large effect when compared with other studies on educational
factors that relate to school effectiveness.
Emotional Intelligence in Leadership
Regardless of the leadership style in use, emotional intelligence is an integral
component of effective leadership. Ugoani et al. (2015) found that leaders need emotional
intelligence to develop healthy relationships and manage conflict. They used the
emotional intelligence scale developed by Schutte et al. (1998) to survey 47 working
adults engaged in different industries in Nigeria and investigate the relationship between
emotional intelligence and transformational leadership. They found that emotional
intelligence was strongly correlated with transformational leadership metrics and
concluded that “90 percent of leadership success is accounted for by emotional
intelligence” (p. 564).
Similarly, Tang et al. (2010) sought to understand how emotional intelligence is
related to transformational leadership practices and whether cross-cultural differences
exist in the emotional intelligence of leaders. They asked 100 academic leaders—50 from
the U.S. and 50 from Taiwan—to self-report on leadership practices and emotional
intelligence. They found that some cultural differences existed between U.S. and
Taiwanese leaders but that there were also many similarities. For example, they found
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positive relationships between the emotional intelligence of the participants and several
relationship-oriented leadership practices, and they found that as overall emotional
intelligence increased, the overall leadership effectiveness of leaders in both cultures
increased. They concluded that emotional intelligence is an “underlying competency for
effective academic leadership in both cultures” (p. 918).
Although research indicates that there is a likely relationship between emotional
intelligence and transformational leadership, some researchers have not found a link
between emotional intelligence and transformational leadership. Føllesdal and Hagtvet
(2013) investigated the extent to which an individual’s ability-based emotional
intelligence scores on the MSCEIT predicted transformational leadership when
controlling for age, personality factors, and general mental ability. One hundred and
eleven leaders took the MSCEIT to determine their emotional intelligence levels, while
459 of their subordinates, approximately five per leader, completed a transformational
leadership assessment that measured four components: idealized influence, inspirational
motivation, intellectual stimulation, and individualized consideration. The researchers
found that the leaders’ MSCEIT scores did not predict transformational leadership as
reported by their subordinates.
Whereas some researchers have studied the relationship between emotional
intelligence and specific leadership models, other researchers have used brain science to
explain the importance of emotional intelligence in leadership. Doe et al. (2015)
discussed the disparity between IQ and success and cited examples, such as the
bankruptcy of Enron, the fallout from the British Petroleum Deepwater Horizon oil spill,
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and the mishandling of Hurricane Katrina, which they claimed highlight the failures of
highly intelligent leaders who were unable to effectively manage their own emotions,
understand other’s emotions, and manage relationships with their stakeholders. They
argued that although one’s general intelligence and emotional intelligence work together,
emotional intelligence is a greater predictor of success. They used brain science to
describe the complex interplay between the cortex, the rational center of the brain, and
the amygdala, the emotional center of the brain, and explained that the amygdala reacts
more quickly than the cortex and can override the cortex during challenging moments to
protect one from danger. They concluded that this protective feature can result in nonemotionally intelligent decision-making unless leaders are trained to modify their
behavior to make emotionally intelligent decisions.
Similarly, Goleman and Boyatzis (2008) described examples of leaders who were
hired because of their general intelligence and were later fired because of their social
intelligence. They further discussed discoveries in neuroscience that explain how mirror
neurons, spindle cells, and oscillators allow a leader’s brain to sync up with the brains of
their followers as a measure of emotional intelligence. They claim that neural circuits,
which provide a foundation for interpersonal relationships, have a physical effect on both
the leader’s brain and the follower’s brain and that this effect has practical implications in
the workplace. For example, they cited research that shows that people who received
positive feedback with negative emotional signals felt worse about their performance
than people who received negative feedback with positive emotional signals. This
indicates that positive emotional signals, including smiles and laughter, can buffer the
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effects of negative information. Therefore, Goleman and Boyatzis (2008) claim that just
as stress and tension can spread throughout an organization to affect others, so can joy
and positivity.
Academic Leadership
There are myriad factors that contribute to effective leadership in an academic
environment, and it is evident that quality leadership affects student and teacher
outcomes at both the K–12 and post-secondary levels. Research indicates that leadership
style has the potential to affect student creativity (Zacher & Johnson, 2015), student
achievement (Marzano et al., 2005; Noe, 2012), the instructional methods used by
teachers (Hofmeyer et al., 2015; Martin et al., 2003), teacher burnout and turnover (Ford
et al., 2019), and school climate (Ford et al., 2019; Leithwood & Sun, 2012; Noe, 2012),
among other elements.
Zacher and Johnson (2015) surveyed 71 pairs of graduate advisors and PhD
students and found that advisors who were perceived as having transformational
leadership styles inspired more creativity in their students. According to the researchers,
transformational leadership increases motivation and inspiration by stimulating
"independent and creative thinking, and [providing] a psychologically safe, personcentered, and caring working environment" (p. 1214). This indicates that advisors who
are transformational leaders help their students develop creative thinking skills and
motivate them through providing a positive, healthy environment.
Furthermore, in the same way that a student’s approach to learning is guided by
the educational context of that learning, a teacher’s approach to teaching is guided by the
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administrative context in which the teacher teaches (Hofmeyer et al., 2015; Martin et al.,
2003). In a study of how teachers’ perceptions of departmental leadership affected their
approaches to teaching, Martin et al. (2003) found that teachers’ experiences of academic
leadership affected the methods they used with their students. According to the
researchers,
the more collaborative approaches to the leadership of teaching at the individual
subject level are associated with more conceptual change-oriented and studentfocused approaches to teaching... [which] are associated with deeper approaches
to learning... [suggesting] that the way in which teachers experience the
leadership of their department is an important precursor to the quality of student
learning processes and outcomes in their departments. (pp. 257–258)
Therefore, teachers who perceive their supervisors as transformational leaders tend not to
adopt an information-transmission/teacher-focused approach to teaching and are more
likely to adopt a student-centered approach (Martin et al., 2003).
Similarly, Hofmeyer et al. (2015) found that the system used by academic
leadership to recognize and reward teachers in higher education had negative effects on
student outcomes because the system rewarded research over the leadership of teaching.
According to Hofmeyer et al. (2015), "this message that research is the top priority in
higher education undermines and disenfranchises individuals committed to leadership in
learning and teaching for students" (p. 188). They argue that collaborative models of
leadership promote learning and teaching and that student outcomes will be improved
when teachers are consistently rewarded for focusing on teaching, rather than research.
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Although the context of research versus teaching may not apply at the K–12 level, the
same concepts are relevant, as academic leaders’ actions have widespread consequences
on the instructional techniques used by teachers, as well as on student achievement and
school climate.
Marzano et al. (2005) conducted a meta-analysis that reviewed over 30 years of
research and 5,000 studies on the effects of K–12 school leadership. They identified 69
studies—which included 2,802 schools and an estimate of 14,000 teachers and 1,400,000
students—that explored the relationship between principal leadership and the academic
achievement of students, as measured by a standardized achievement test. Each of the
studies included either reported effect sizes in correlation form or included enough
information for the researchers to compute the effect sizes themselves. Based on this
review, they found that 21 leader responsibilities have a statistically significant
association with student achievement.
Marzano et al. (2005) did not identify emotional intelligence as one of the
leadership responsibilities that affect student achievement, although several of the
responsibilities identified in their list involve emotional intelligence—specifically the
responsibilities of communication, culture, relationships, and situational awareness—
indicating that emotional intelligence may play a role in improving student outcomes.
However, the relationship between the emotional intelligence of principals and student
outcomes is indirect at best and remains unclear. This lack of clarity is evidenced by a
study by Noe (2012), which explored the relationship between secondary-level
principals’ emotional intelligence, school culture, and student achievement. Using data
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from standardized tests and two instruments that measured principal emotional
intelligence and school culture, he found that neither principal emotional intelligence nor
school culture predicted student achievement.
Although it may be difficult to tie student outcomes directly to the emotional
intelligence of academic leaders, several researchers have reported that emotional
intelligence is a key component of effective school leadership (Blaik Hourani et al., 2020;
Ford et al., 2019; Mason, 2018). Ford et al. (2019) claim that school leaders can reduce
turnover and affect the attitudes and emotions of teachers by supporting their
psychological needs. Through a multilevel path analysis and a sample of over 1,500
teachers at 73 schools in an urban school district in the midwestern U.S., they found that
working conditions were a key predictor of teacher turnover and that administrative
support was a key factor affecting working conditions. They argue that school leaders
must work with teachers one-on-one to support their psychological needs. They
recommend engaging in intentional conversations with individual teachers to improve
both their personal and professional relationships and engaging in schoolwide efforts to
build trust, increase autonomy, and increase relatedness to improve the overall climate
and social conditions of the school. In addition, they claim that these activities lead to
positive emotional and behavioral outcomes, including decreased stress and burnout,
decreased turnover, increased organizational commitment, and an improvement in job
satisfaction.
Other researchers have found that emotional intelligence leads to innovative
leadership practices. Blaik Hourani et al. (2020) interviewed 27 school leaders and
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managers in Abu Dhabi using Boyatzis and Goleman’s mixed model of emotional
intelligence and Van der Vyver et al.’s human capital theory to examine how they used
emotional intelligence professionally. They found that the school leaders used emotional
intelligence to support motivation, self-reflection, anger management, stress
management, and social skills that led to trust, collaboration, teamwork, and innovation.
Similarly, Mason (2018) examined the role that emotional intelligence plays in
establishing a school culture and sought to understand how a principal’s daily leadership
practices include emotional intelligence. She interviewed four high-school principals with
more than five years of experience who were working in the southeastern U.S., conducted
focus groups with each of them and four to five of the teachers who worked for them,
collected short surveys from each that included four open-ended questions about
emotional intelligence and leadership, and conducted a document review process that
included a card-sorting activity using the 21 leadership responsibilities from Marzano et
al. (2005). She found that school leaders use emotional intelligence skills to build
positive relationships, set the emotional tone of the school, and manage conflict and
resistance to change.
While many researchers have recognized that emotionally intelligent leadership
may be necessary to build trust, inspire excellence, and improve student achievement in
academic environments, several researchers also emphasize the importance of change
management (Fullan, 2011; Fullan & Scott, 2009; Marx, 2006). Fullan and Scott (2009)
argue that turnaround leadership is needed to respond to an increase in change forces that
are affecting the educational landscape. They claim that turnaround leaders must listen,
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link, lead, model, teach, and learn to manage change effectively. They must listen to
stakeholders in order to diagnose the situation, link together what is learned, and lead in
partnership with others by doing and learning while modeling a culture that supports
change, teaching their staff how to implement change, and experimenting to learn what
works. Transformational leaders and turnaround leaders have several things in common:
they build trust and confidence by investing in interpersonal relationships, supporting
people, and inspiring creative problem-solving to respond to problems (Boyum, 2008;
Fullan & Scott, 2009; Sendjaya & Sarros, 2002).
Leading During Covid-19
The ability to inspire trust and confidence, while creatively responding to
problems, is especially important in today’s social and political climate as educators face
constant changes, turbulence, and uncertainty due to the Covid-19 pandemic. Cavins
(2021) discusses the concept of wicked problems, problems that are unprecedented in
history and that are incredibly complex because of their relationships with other existing
problems and the high-stakes risks and impacts of their possible solutions. Covid-19 is
such a problem, which makes its role in educational leadership inherently difficult to
define and solve.
Several researchers have conducted literature reviews to understand how Covid19 may be affecting occupational stress and how leaders can support the needs of their
employees. Extremera (2020) reviewed the literature to explore how emotional
intelligence can support stress management in response to Covid-19. He found that there
are intrapersonal and interpersonal psychosocial processes of emotional intelligence that
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can provide a framework for understanding how Covid-19 is affecting people. According
to his synthesis of the literature, individuals with high intrapersonal emotional
intelligence generally have a lower emotional intensity, have more effective coping
strategies, have the ability to process negative emotions better, and tend to engage in
healthier lifestyle habits than those with low levels of emotional intelligence. These skills
may affect how they manage the uncertainty and stress caused by Covid-19. Furthermore,
Extremera (2020) suggests that interpersonal psychosocial processes related to how selfisolation is affecting social relationships, how people are prioritizing altruistic and
socially cohesive behaviors, as well as how negative emotions caused by the pandemic
might affect one’s level of tolerance and empathy, provide avenues for future research.
Cavins (2021) reviewed the literature to develop a conceptual framework to help
leaders manage the effects of Covid-19 by integrating emotional intelligence into their
leadership practices. He found that there are four elements needed to resolve wicked
problems: self-actualization to remain confident under the pressures of uncertainty; social
responsibility to create a foundation of caring, concern, and collective support within the
organization; optimism to support resilience and motivate their followers; and stress
tolerance to control their own reactions while modeling resilience.
Some researchers have extended this line of research by exploring how the
responses of academic leaders to the Covid-19 pandemic have affected teacher stress and
student success. Chaseling et al. (2020) interviewed five secondary-level principals in
New South Wales, Australia regarding the transition to remote learning during the
pandemic. They found that the pandemic caused several problems that interfered with
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remote learning, such as students having to work in response to their parents'
unemployment, limited access to technology and the internet, interpersonal issues like
domestic violence, and increased feelings of stress and anxiety. Despite these challenges,
they claim that some good has come from the pandemic, as it highlighted the equity gap
in Australia and made the disparity between schools difficult to ignore. Additionally, the
authors emphasize that the interviews that were conducted demonstrated that the
principals were hyper-focused on the welfare of both students and families during the
pandemic.
Other researchers have explored the effects of Covid-19 on teacher outcomes.
Collie (2021) recruited 325 teachers in eight Australian states to complete an online
questionnaire that examined the role of autonomy-supportive and autonomy-thwarting
leadership on workplace buoyancy and the stress, emotional exhaustion, and somatic
burden felt by Australian teachers during the Covid-19-related school closures. She found
that autonomy-supportive leadership was related to higher levels of workplace buoyancy
and lower levels of stress, emotional exhaustion, and somatic burden, while autonomythwarting leadership was related to higher levels of emotional exhaustion. She found that
teaching in a completely remote capacity was less stressful for teachers than teaching in a
hybrid environment, although emotional exhaustion was not yet evident in teachers
working in a hybrid format. Unexpectedly, she also found that reduced work due to
Covid-19 was related both to greater workplace buoyancy and a greater somatic burden.
The author speculates that the increased somatic burden may have been in response to
increased financial concerns, which have been shown to be associated with health
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complaints in other lines of research. Her research indicates that transitioning to a fully
remote teaching environment resulted in the best outcomes for teachers.
Lastly, Fernandez and Shaw (2020) examined the academic systems that
supported the rapid transition to remote learning due to Covid-19, which they claim
emphasize the importance of a leader’s capacity to learn and evolve in a crisis. They
promote servant leadership, shared leadership, and quality communication as best
practices for navigating the unpredictable adaptive challenges that Covid-19 caused.
First, they claim that servant leadership is necessary to build the trust, collaboration,
connection, and empowerment needed to manage transformative change, arguing that
academic leaders must make the welfare and safety of teachers, staff, and students their
top priority, which requires both emotional intelligence and emotional stability. Second,
they emphasize the importance of all stakeholders working together through a shared
leadership model, which encourages collaboration and inclusivity, increases peer-support,
and makes the institution more agile and innovative. They claim that shared leadership is
especially effective in a crisis because it improves the quality of the decisions made.
Lastly, they warn that leaders must balance communication carefully and deliver
messages through a variety of channels for accessibility. They explain that leaders must
avoid delivering too much or too little information and must communicate in a way that
“balance[s] reality with hope and empathy, while looking for silver linings in the crisis”
(p. 43). One such silver lining may be the opportunity for academic leaders to “create a
spiral of success” (p. 41) by eliminating inefficient practices and rejuvenating veteran
faculty.
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Models of Emotionally Intelligent Leadership
Research indicates that leaders with high levels of emotional intelligence are
better at building trust, garnering support for a shared vision, mediating disagreements,
ensuring cooperation, and managing change (Fullan & Scott, 2009; Nafukho et al., 2016;
Ugoani et al., 2015). Researchers have also found that when leaders have high emotional
intelligence levels, it has a positive influence on the health, wellness, and performance of
those who work with them (Doe et al., 2015; Ford et al., 2019; Schutte & Loi, 2014).
Consequently, the evidence indicates that in most situations, emotional intelligence is an
important component of effective leadership in a variety of organizations and institutions
(Boyatzis & McKee, 2005; Goleman et al., 2001, 2013; Parrish, 2015).
Recently, several new models of emotionally intelligent leadership have emerged,
including the leadership framework published in the book Leadership 2.0 (Bradberry &
Greaves, 2012) and a leadership framework that includes the idea of resonance, as
described in the book Primal Leadership (Goleman et al., 2001, 2013) and later
developed into the resonant leadership model created by Boyatzis and McKee (2005).
Unlike other leadership models, these models explicitly include emotional intelligence;
however, each model frames the practical applications of emotionally intelligent
leadership in different ways.
Like many leadership models, the framework developed by Bradberry and
Greaves (2012) in Leadership 2.0 seeks to highlight the leadership skills used by the
world’s most effective leaders. They discuss leadership in terms of two types of
leadership: core leadership and adaptive leadership. They claim that core leadership
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includes foundational skills that every leader must possess, such as creating a vision,
planning, communication, and decision-making skills. In contrast, adaptive leadership
includes “a unique combination of skills, perspective, and guided effort that enable true
excellence” (p. 7). According to the authors, adaptive leadership skills include integrity,
credibility, a focus on organizational justice and transparency, an appreciation for
diversity, devotion to lifelong learning, the desire to encourage others to grow and
develop, and the most important skill: emotional intelligence. Bradberry and Greaves
claim that “people with the highest IQs outperform those with average IQs just 20% of
the time, while people with average IQs outperform those with the highest IQs 70% of
the time” (p. 132), describing emotional intelligence as the missing link that can explain
this finding. They recommend that leaders develop skills in four main areas: selfawareness, self-management, social awareness, and relationship management. They claim
that self-awareness is a foundational skill that makes the development of all the adaptive
leadership skills easier.
Although Bradberry and Greaves’ (2012) framework highlights the importance of
adaptive leadership skills that include emotional intelligence, the focus remains on how
the development of emotional skills in leaders affects those around them, ignoring the
importance of self-care as an aspect of emotional intelligence. Research suggests that
self-care is necessary to cope with, and recover from, the stress and emotional exhaustion
that leaders, such as K–12 principals, regularly face (Klocko & Wells, 2015; Wells, 2015;
Wells & Klocko, 2018). However, this element is largely missing from most leadership
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models. Self-care is, however, included in Boyatzis and McKee’s (2005) resonant
leadership model.
The concept of resonant leadership (Boyatzis & McKee, 2005) stems from
Goleman et al.’s (2001, 2013) work in Primal Leadership, which advanced the notion of
emotionally intelligent leadership. Resonant leadership emphasizes the importance of
using emotional intelligence to create resonance—the ability to stay in tune with others
and calibrate the impact of one’s moods and behaviors while remaining present and
emotionally available (Boyatzis & McKee, 2005; Goleman et al., 2001)—by caring for
oneself and others. Goleman et al. (2001) found that a leader’s emotional style was
contagious, affecting the mood and behaviors of everyone else in the organization, which
had a direct effect on meeting an organization’s goals. They claim that resonance can
help people find meaning in the face of chaos and turbulence, a topic that is increasingly
relevant in the face of the Covid-19 pandemic.
Boyatzis and McKee (2005) describe resonant leaders as leaders who are “awake,
aware, and attuned to themselves, to others, and to the world around them” (p. 3) and
resonant leadership as a model that gives leaders the tools to develop and retain their
resonance. According to the authors, the resonant leadership model acknowledges that
leaders face a unique type of stress and emotional exhaustion that is an inherent part of
leadership and that when this stress becomes chronic, leaders can fall into dissonance.
Unfortunately, reducing the source of stress is not always possible for leaders; therefore,
they must find ways to manage and bounce back from stress. The authors recommend
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using mindfulness, hope, and compassion to counteract the effects of power stress so that
leaders can nourish and maintain their resonance.
There has been very little research on resonant leadership; however, the research
that exists is positive. Marques (2015) synthesized the results of 10 years of research,
including three phenomenological studies, 72 interviews, and a comprehensive review of
the literature, to evaluate the most effective leadership styles given the changing work
and leadership requirements of the 21st century. She found that the resonant leadership
model is promising because it is flexible, focuses on relationships, and encourages deep
engagement. Similarly, Taner and Aysen (2013) claim that resonant leadership appears to
help leaders face the financial, psychological, and social costs of pain and grief that many
of those with whom they interact are experiencing. They describe resonance as "the
intensification and prolongation of sound by vibration" (p. 595) and explain that when
leaders are in harmony with their followers, it resonates throughout an organization.
Similarly, research conducted on resonant leadership specifically in K–12
education has also been positive. In response to several earlier studies conducted on
principal stress, Klocko and Wells (2015) presented resonant leadership as a conceptual
framework that can be used to help K–12 principals cope with chronic stress, which they
argue is likely to intensify because of the increasingly complex educational climate in the
U.S. Additionally, Turk and Wolfe (2019) found substantial overlap between Boyatzis
and McKee’s (2005) model of resonant leadership, Goleman’s (1997) mixed model of
emotional intelligence, and Reivich and Shatté’s (2002) model of resilience, which has
implications for supporting the needs of K–12 principals. Turk and Wolfe (2019)
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interviewed 26 K–12 principals in Pennsylvania to explore the ways in which K–12
principals were already using resonant leadership practices to manage stress. They found
that principals with fewer than six years of experience showed higher amounts of selfawareness, whereas principals with more than six years of experience were able to
identify more definitive and independent mindfulness practices, indicating that a
principal’s years of experience affects how they manage stress and engage in emotionally
intelligent leadership.
Combined, these results indicate that emotional intelligence is an important
component of leadership that may need to be developed to ensure leadership success and
that resonant leadership provides a framework for the acquisition of emotionally
intelligent leadership skills that include self-care. Evidence suggests that emotional
intelligence is important, not only for supporting a leader’s followers and ensuring the
organizational environment is positive and productive, but also for supporting leaders’
ability to cope with stress and develop resilience. Although there is limited research on
how emotional intelligence helps principals manage and recover from occupational
stress, it is clear that emotional intelligence is an important component of effective
leadership. Likewise, although there is limited research on resonant leadership, the
resonant leadership model provides a much-needed framework for the operationalization
of emotionally intelligent leadership, which may be useful for supporting the professional
development of principals.
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Professional Development
As stress and uncertainty in K–12 education increase, the need for professional
development programs that support the emotional intelligence of K–12 principals also
increases. However, several questions remain regarding whether emotional intelligence
can be developed, how the emotional intelligence of leaders should be developed, the
variables that may influence professional development programs, and the professional
development models that show the most promise.
Current findings in the literature suggest that regardless of an individual’s
inherent abilities, emotional intelligence can be improved through awareness and
training. Despite substantial differences in design, interventions ranging in length from
four weeks to several years showed significant gains in the emotional intelligence levels
of the participants who received training. These interventions were aimed at developing
the emotional intelligence of a variety of students, including K–12 students (Durlak et al.,
2011; Taylor et al., 2017; Zeidner, 2017) and postsecondary students enrolled in human
services (Castillo & Fischer, 2017), business (Clarke, 2010), tourism (Fernández-Gámez
et al., 2018), music (McGinnis, 2018), the social sciences (Gilar-Corbi et al., 2019), and
counseling programs (Pearson & Weinberg, 2017). Researchers in all of these studies
found that gains in emotional intelligence levels were directly related to the training
interventions, suggesting that a variety of training protocols are effective at increasing
emotional intelligence levels.
Empirical studies conducted with employees in a variety of fields show similar
findings. Research on emotional intelligence training programs, ranging in length from
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eight weeks (Dadehbeigi & Shirmohammadi, 2010) to two years (Dolev & Leshem,
2017), found that teachers (Chesak et al., 2019; Dolev & Leshem, 2017; Doyle et al.,
2018; Quinlan et al., 2018; Stevenson & Markowitz, 2019), bank employees (Dadehbeigi
& Shirmohammadi, 2010), and residential facility staff (Embregts et al., 2019; Zijlmans
et al., 2011, 2015) had increased emotional intelligence levels as a result of training.
Dolev and Leshem (2017) studied the results of a two-year emotional intelligence
training program on teachers and found that the training promoted the development of
emotional intelligence skills, including self-awareness, an increased awareness of the
emotional intelligence of others, and a desire to develop these skills in their students.
Similarly, researchers studying the effects of emotional intelligence training on
employees who worked with clients with intellectual disabilities found that the training
protocols used in the studies had positive effects on the interpersonal relationships
between staff members and their clients, as well as the staff’s ability to support the needs
of their clients (Embregts et al., 2019; Zijlmans et al., 2011, 2015). These findings
indicate that emotional intelligence can be developed in employees within the context of
their work.
Although research involving the effectiveness of training on emotional
intelligence in leaders is limited, the evidence indicates that, much like research
conducted on students and employees, emotional intelligence training initiatives can
increase their emotional intelligence as well. In a study of 71 non-governmental
organization (NGO) leaders, Nafukho et al. (2016) found that emotional intelligence
training methods resulted in emotional intelligence growth. They also found that a well-
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designed training program can increase emotional intelligence scores. Further, leaders
with high levels of emotional intelligence were better at creating alternative options to
settle disagreements, ensuring cooperation and trust among colleagues, inspiring high
levels of performance, communicating a shared vision, managing their emotions, and
gaining the emotional support of their employees. Like Bradberry and Greaves (2012),
they argue that emotional intelligence is better than IQ at predicting performance.
Although this evidence suggests that emotional intelligence can be developed in
students, employees, and leaders, several studies have had less conclusive findings.
Clarke (2010) studied the effects of emotional intelligence training on two groups of
business students to determine the importance of team-based learning. He found that the
group that received emotional intelligence training followed by 14 weeks of team-based
practice statistically significantly improved their emotional intelligence levels, while the
group that received emotional intelligence training without team-based practice did not.
Clarke concluded that it is not possible to develop emotional intelligence without teambased learning opportunities. While this may be a factor in the success of emotional
intelligence training protocols, Clarke’s (2010) argument is somewhat controversial
because other variables that differed between groups, such as the length of the training,
coaching received after training, or opportunities to reflect on behaviors and practice
emotional intelligence skills, may have affected the results as much as, or more than, the
cooperative learning component itself.
Like Clarke (2010), Opengart (2005) and Dadehbeigi and Shirmohammadi (2010)
support the notion that emotional intelligence can be developed; however, they believe
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there are limitations. Opengart (2005) found that emotional intelligence can only be
developed with an understanding of the emotion work rules, which consider the context
in which an emotion occurs. Dadehbeigi and Shirmohammadi (2010) found that the
emotional intelligence training protocols used in their study only resulted in statistically
significant improvement in the relationship management cluster of emotional
intelligence. They hypothesized that this singular result was related to the participants’
work environment because participants were bank employees with a high need for
relationship management competencies in their daily interactions with customers. They
argue that the work environment gave the training context, thus affecting which
emotional intelligence skills were developed.
In summary, most studies conducted on students, employees, and leaders suggest
that emotional intelligence can be developed in these populations. Researchers report
many positive effects as a result of emotional intelligence training, suggesting that
emotional intelligence training programs have the ability to help participants manage
their emotions (Castillo & Fischer, 2017; Nafukho et al., 2016; Parrish, 2015), cope with
stress (Jennings et al., 2011; Schonert-Reichl, 2017; Schussler et al., 2016), respond
better to other’s feelings and emotions (Castillo & Fischer, 2017; Embregts et al., 2019;
Zijlmans et al., 2011, 2015), find more meaning in their work (Thory, 2016), increase
productivity (Farnia & Nafukho, 2016), increase career competency (Embregts et al.,
2019; Fernández-Gámez et al., 2018; Zijlmans et al., 2011, 2015), and improve their
leadership skills (Nafukho et al., 2016; Parrish, 2015). Furthermore, several researchers
argue that careful consideration in the design of professional development opportunities
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will create the optimal learning environment for skill development (Daugherty et al.,
2017; Herman et al., 2017).
Emotional Intelligence in Training Programs
Although researchers have yet to define concrete guidelines for development of
training protocols aimed at increasing emotional intelligence, several themes have
emerged from the literature. These patterns suggest that the positive effects of emotional
intelligence training programs are influenced by specific elements of the training
programs, such as activities that inspire self-awareness and mindfulness (Castillo &
Fischer, 2017; Embregts et al., 2019; Fernández-Gámez et al., 2018; Jennings et al., 2011,
2017; Schonert-Reichl, 2017); activities that are designed around experiential learning
(Fernández-Gámez et al., 2018; Jennings et al., 2011, 2017; Pearson & Weinberg, 2017;
Schonert-Reichl, 2017; Zeidner, 2017); activities that involve team-based learning
(Clarke, 2010; Gilar-Corbi et al., 2019; Pearson & Weinberg, 2017); and activities that
provide goal-setting opportunities, as well as coaching or feedback from trainers
(Embregts et al., 2019; Farnia & Nafukho, 2016; McGinnis, 2018; Nafukho et al., 2016;
Zijlmans et al., 2011, 2015).
Self-Awareness and Mindfulness. Self-awareness and mindfulness activities
have been successfully included in emotional intelligence training in a variety of ways.
Zijlmans et al. (2011, 2015) and Embregts et al. (2019) used video feedback and coaching
to deliver emotional intelligence training to residential facility staff working with clients
with intellectual disabilities. They found that video feedback allowed staff members to
reflect on how their behavior affected their clients’ behavior, prompting more awareness
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and mindfulness. The training led to both an increase in the emotional intelligence levels
of the staff members and a reduction in their clients’ challenging behaviors. In another
study, Dolev and Leshem (2017) used individual coaching sessions in a two-year training
program to promote self-awareness in teachers and found that these practices increased
the emotional intelligence levels of participants.
Debriefing activities also appear to raise self-awareness and mindfulness.
Fernández-Gámez et al. (2018) used debriefing activities to encourage participants to
analyze and reflect on their behavior; Clarke (2010) instructed participants to debrief how
well their teams engaged in team-based learning activities; Pearson and Weinberg (2017)
had participants use a diary to reflect on their personal development and “evaluate
relevant theory in relation to their own life situations” (p. 615); and Castillo and Fischer
(2017) had participants use expressive writing and deep breathing activities to reflect on
their experiences. Researchers found that these practices, all of which include selfreflection and mindfulness, played a role in improving the emotional intelligence levels
of participants.
Similarly, self-awareness and mindfulness training programs have been used to
help participants manage stress. Several researchers have found both the CARE and
SMART programs to be effective in increasing self-management and lowering stress with
the use of short periods of silent reflection, writing reflections, reappraisal techniques,
breathing exercises, body scans, and meditation. Research conducted by Jennings et al.
(2011, 2017), Roeser et al. (2012), Schonert-Reichl (2017), Schussler et al. (2016, 2019),
and Sharp and Jennings (2016) found that CARE is an effective tool for increasing
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mindfulness, reducing stress, and building a positive classroom environment. Similarly,
research conducted by Crain et al. (2017), Chesak et al. (2019), Ragoonaden (2017), and
Roeser et al. (2013) found that the SMART in Education program resulted in an increase
in the mindfulness of educators and a decrease in their stress and burnout levels.
Experiential Learning. Some researchers argue that to acquire emotional skills,
one must engage in experiential learning by practicing what is learned both inside and
outside the training environment. Several studies have found that when experiential
learning activities are integrated into emotional intelligence training, it allows
participants to practice the learned skills in practical situations, which improves the
results of the training initiatives.
Mindfulness training, such as that used in the CARE and SMART in Education
programs, is inherently experiential in nature, as participants actively practice
mindfulness techniques, such as breathing exercises. Furthermore, other programs have
successfully used skills-based role play to practice the skills needed for emotionally
intelligent activities, including communication, teamwork, conflict resolution, selfcontrol, and self-confidence. Pearson and Weinberg (2017) found that the emotional
intelligence levels of participants increased significantly when experiential learning
activities were added to training. Fernández-Gámez et al. (2018) noted that experiential
learning helps break down participants’ resistance to training by allowing them to connect
the training to the context in which they live, learn, and work. Lastly, Zeidner (2017)
studied emotional intelligence in relation to the needs of gifted K–12 students. He
developed 10 guidelines for emotional intelligence training programs, one of which
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included the need for experiential learning. The positive growth of emotional intelligence
found by these researchers may be at least partially related to the use of experiential
learning activities.
Team-Based Learning. Collaborative team-based learning and group work is
often successfully incorporated into emotional intelligence training programs to facilitate
role-play exercises, practice communication skills, and reflect on behavior. Gilar-Corbi et
al. (2019) successfully trained participants in emotional intelligence using the Programa
de Capacitación Avanzada en Competencia Emocional (Advanced Training Program in
Emotional Intelligence), which combines group work with independent tutorials and
online learning activities. They found that the training significantly improved all of the
emotional skills that were assessed. Similarly, Pearson and Weinberg (2017) used group
work, combined with lectures, seminars, on-the-job learning, and skills-based role play
practice, to train counseling students and found that the participants’ emotional
intelligence levels increased significantly over the course of the program. As mentioned
above, Clarke (2010) had similar findings and, therefore, argues that emotional
intelligence training must be combined with team-based learning to be effective.
Several researchers, however, have shown improvement in emotional intelligence
without using team-based learning activities. Castillo and Fischer’s (2017) training
protocol was based entirely on independent expressive writing and deep breathing
exercises, and they found that these self-reflective methods increased the emotional
intelligence of participants, despite a lack of team-based learning opportunities. Likewise,
the training protocol used by Embregts et al. (2019) did not use team-based learning and
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relied largely on independent activities, such as individual feedback on emotional
intelligence assessment results, the formulation of individual goals and development
plans, and individual feedback on recorded interactions between staff members and
clients. Still, the researchers found that these activities had positive effects on the
emotional intelligence levels of staff members. Therefore, it appears that team-based
learning may enhance emotional intelligence training but is not always necessary for
training to have positive outcomes, and context may be important in determining the need
for team-based exercises.
Goal Setting. Several researchers have used goal-setting activities to set the stage
for the development of emotional intelligence skills. Zeidner (2017) argues that goals and
objectives should always be specified before any type of training activity. McGinnis
(2018) required participants to create an action plan, choose one specific emotional
intelligence skill to work on, and select development strategies to help them meet their
goals. She found that emotional intelligence levels were statistically significantly
improved through the use of these strategies. Similarly, Embregts et al. (2019) and
Zijlmans et al. (2011, 2015) had participants use the results of their pre-intervention
emotional intelligence tests to formulate individual goals and development plans that
were monitored throughout each program. They found that the training had positive
effects on the emotional intelligence levels of the participants, and these goal-setting
activities may have played a role in the success of the interventions.
Coaching and Feedback. Goleman and Boyatzis (2008) claim that “spending
time with a living, breathing model of effective behavior provides the perfect stimulation
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for our mirror neurons, which allow us to directly experience, internalize, and ultimately
emulate what we observe” (p. 6). Research indicates that their observation, which is
based on brain science, may have merit, and several researchers emphasize the
importance of including coaching and feedback in emotional intelligence training.
Embregts et al. (2019), Farnia and Nafukho (2016), Nafukho et al. (2016), and Zijlmans
et al. (2011, 2015) all included coaching, feedback, or both in the training interventions
they used. Embregts et al. (2019) and Zijlmans et al. (2011, 2015) provided extensive
feedback to participants on their pre-intervention emotional intelligence tests, goals, and
interactions with clients. Likewise, Nafukho et al. (2016) included individual coaching
sessions to help participants interpret emotional intelligence test results, review the
coach’s observations during the training, and help participants use the skills they learned
during a one-year period following the training. All of these training initiatives resulted in
statistically significant improvements in the emotional intelligence levels of the
participants, indicating that coaching and feedback may play a role in the success of
training programs.
Professional Development Programs for Educational Leaders
Thus far, this literature review has established that emotional intelligence is an
important aspect of leadership, that emotional intelligence can be developed in students,
employees, and leaders, and that the development of emotional intelligence may be
influenced by specific elements of the training programs used. However, the question
remains: how should the emotional intelligence of principals be developed? To answer
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this question, we must first explore the professional development models that are
currently used to train K–12 leaders.
Professional development programs for educational leaders generally include preservice preparation programs and clinical experiences hosted by universities. They also
often include in-service training opportunities, which are generally hosted by school
district personnel, provided by school district personnel in collaboration with outside
consultants, or provided by independent agencies and universities (Herrmann et al., 2019;
Wallace Foundation, 2016). The quality of these programs varies substantially from state
to state, and many researchers are concerned at indications of a nationwide trend that
suggests that both the available pre-service and in-service opportunities fail to meet the
needs of principals (Sanchez et al., 2019; Wallace Foundation, 2016).
In an effort to obtain a balanced view of the state of nationwide university-based
pre-service programs, the Wallace Foundation (2016) commissioned reports from four
national agencies: the American Association of Colleges for Teacher Education, the
School Superintendents Association, and the American Institutes for Research, and the
University Council for Educational Administration. They found five themes in the data
that they gathered:
1. The course of study required by pre-service professional development
programs often does not align well with a principal's daily work.
2. Most superintendents believe that improvement is needed, and, for the
most part, university personnel agree.
3. Some university policies and practices block change.
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4. Strong partnerships between the university and the district are essential for
improvement.
5. States are not using their power to improve pre-service principal
preparation effectively.
Based on these findings, the authors suggest that pre-service programs be redesigned to
reflect the job of the principal, including intensive clinical experiences and mentorship
programs; that school districts and universities build stronger relationships to allow for
the continuous improvement of programs; and that state policymakers create structures to
support and encourage the growth of high-quality programs.
Since the Wallace Foundation’s report was published, several states have begun
overhauling their pre-service principal preparation programs. An example is the creation
of Nevada Leads, a university–district partnership, which was designed to improve the
preparation of K–12 principals in Nevada in response to Nevada's dismal ranking in the
2017 Quality Counts report as the state with the worst education in the nation (Sanchez et
al., 2019). The Nevada Leads program encompasses many of the best practices
recommended in the literature. It uses a cohort model, it includes an internship, the
courses are taught by a university faculty member in collaboration with one to two
practicing principals, and principal candidates are mentored by practicing principals who
receive training aligned with the course content and learning objectives for each of their
mentee’s classes. Additionally, instruction is delivered in a flipped, hybrid-course format,
and the principal candidates must participate in a culminating project that consists of a
comprehensive exam and seven activities that they will likely have to participate in as
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future principals (e.g., writing formal evaluation feedback for teachers). Although many
of the elements included were based on best practices from the research, Sanchez et al.
(2019), do not present evidence that this program has been effective.
Most researchers agree that there are several elements that are essential when
designing quality pre-service and in-service professional development opportunities for
K–12 principals. These include strong partnerships between school districts and the
organizations that offer the training (Campanotta et al., 2018; Sanchez et al., 2019;
Sutcher et al., 2017; Wallace Foundation, 2016); the use of professional learning
communities (Campanotta et al., 2018; Goode, 2019; Hipp & Weber, 2008; Sutcher et al.,
2017); opportunities for experiential learning (Campanotta et al., 2018; Goode, 2019;
Sutcher et al., 2017); instruction in the use of collaborative data-based decision-making
(Sutcher et al., 2017); and continuous improvement as a means for enhancing instruction
(Sutcher et al., 2017). Sutcher et al. (2017) explored the elements of two decades of highquality principal preparation and professional development programs that led to increased
retention of principals and teachers, improved teacher effectiveness, increased student
achievement, or a combination thereof. They identified four building blocks needed for
high-quality programs, which apply to both pre-service and in-service professional
development programs: (a) authentic applied learning opportunities, such as field-based
internships for pre-service principals, coaching and mentorship programs for both preservice and in-service principals, and activities with context-specific scenarios; (b)
professional learning communities, including cohorts for pre-service programs and
professional networks for in-service programs; (c) partnerships between school districts
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and professional development programs that inform the blending of research and
practice; and (d) a focus on improving instruction via teacher professional learning
communities, data, collaborative decision-making, and strategies for continuous
improvement.
Other researchers have discussed the importance of additional components in preservice and in-service professional development opportunities, such as a well-defined
purpose for all professional learning activities, the relevance of the learning objectives to
a principal’s job, and elements such as the comfort and convenience of the training for
busy professionals. Goode (2019) used semi-structured interviews and focus groups to
explore the professional development experiences of nine urban, K–8 principals in New
Jersey. She found that the professional development opportunities available to principals
were dissatisfying and deficient because of a lack of differentiation for the audience, a
lack of meaningful activities with context-driven real-world scenarios, and a lack of
opportunity to collaborate and learn from colleagues working in similar contexts.
Furthermore, because principals are inherently busy, she also found it important that
professional development opportunities occur in a comfortable place with access to
technology and that they include web-based access to both the training materials and the
training sessions.
It seems that professional learning models are often classified based on either the
characteristics of the training methods employed or the objectives of the training offered.
For example, models can be based on the following training methods:
•

collaborative-learning principles
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coaching and mentoring philosophies

•

experiential learning
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or the following training objectives:
•

proficiency in specific standards

•

the ability to respond to specific situations appropriately

•

the ability to meet the needs of specific populations

•

the attainment of rewards, such as certificates and degrees (Metcalf, 2019;
Meyer-Looze et al., 2019; Sanchez et al., 2019)

These classifications, however, do not address some of the dimensions that affect the
success of professional learning activities, and a more comprehensive framework may be
needed to understand how diverse elements of professional development programs affect
the success of the activities.
The RAND Corporation addressed this gap through a comprehensive search,
synthesis, and analysis of the professional development literature to inform K–12
decision-makers about the use of research-based leadership interventions to improve
student outcomes (Daugherty et al., 2017; Herman et al., 2017). They developed the
professional learning logic model, a comprehensive logic model that uses an objectivesbased approach to focus on meeting the individual needs of K–12 principals. Their model
emphasizes the importance of aligning program content and structure with both the needs
of individual principals—depending on experience level and the context in which they
lead—and evidence-based practice. Additionally, the model emphasizes the importance
of ensuring that principals are trained by qualified trainers and that they receive high-
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quality training through formal training sessions and ongoing support. Lastly, the model
recommends that principals are given opportunities to give feedback on how they use the
skills they have learned and on how well the training meets their needs.
Integrating Emotional Intelligence into Preparation and Professional Development
The wide range in quality and efficacy of principal preparation and professional
development programs points to the need to incorporate explicit emotional intelligence
training, but research is limited on how best to do this. Some studies contribute valuable
information regarding this need for pre-service professional development programs.
Researchers recommend that preparation programs educate principals to focus on the
future and to manage change in response to increasing turbulence in the educational
environment, which requires emotional intelligence. Tripses (2019) points out that a
focus on the future requires global competence and "leadership qualities of the heart" (p.
27). Similarly, Meyer-Looze et al. (2019) argue that for principals to implement and
sustain change, they must understand how to make team members feel valued and
respected, as well as how to ensure that their needs and concerns are understood. Other
researchers have additionally advocated for the need for additional self-awareness, selfmanagement, social-awareness, and relationship management skills (Doe et al., 2015;
Ugoani et al., 2015).
Researchers have pointed out that preparation and professional development
programs for school leaders rarely incorporate the development of emotional intelligence
(Sanchez et al., 2019). Even for those programs that do include some degree of emotional
intelligence-related content, very few focus on all four emotional intelligence clusters
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defined by Goleman et al. (2001, 2013). Hesbol (2019) stated that in principal preparation
and professional development programs "much emphasis and attention is placed on what
principals need to do with, in, and for schools, yet little attention is placed on how
schools and districts affect the ways in which principals perform" (Hesbol, 2019, p. 46).
She argues that principals need networks of support and communication to build selfefficacy.
Research by Sánchez-Núñez et al. (2015) may provide a direction for future
research. They examined the effects of a two-year pre-service licensure program in New
York—which explicitly included emotional intelligence in the courses by using the
Goleman et al. (2001) mixed model of emotional intelligence—on the emotional
intelligence of 32 principal candidates. They found that at the end of the program, the
participants reported increases in several social awareness and relationship management
competencies, including the ability to inspire and guide others, take an active interest in
the development needs of others, engage in productive teamwork, and have a positive
influence on others. However, the perceptions of observers who were tasked with
observing and independently scoring the principal candidates’ competencies—members
of community organizations who regularly worked with leaders seeking licensure and
were selected by the researchers—did not change, which was unexpected. The
researchers explain that one likely reason for these findings may be that the observers
recognized the candidates' potential from the beginning, which could have skewed the
scores. They also hypothesize that because the principal candidates had not yet had the
opportunity to practice their newfound skills in a real-world context, their behaviors may
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not have aligned with their perceptions. As a result, Sánchez-Núñez et al. (2015) suggest
that future research should explore how to identify and measure the constructs of
emotional intelligence within school leadership preparation and professional development
activities so that they can focus deliberately and intentionally on developing skills in all
the emotional intelligence competencies.
Critique of Previous Research
Most emotional intelligence researchers agree that the ability to understand,
appreciate, and regulate emotions is important; however, there are considerable
differences in the field concerning the acceptance of a single valid model, the use of
consistent terminology, the availability of valid and reliable tools to assess and measure
emotional intelligence, and the importance of emotional intelligence research in the
workplace. These differences in perspective have led to much disagreement among
researchers.
Pertaining to intelligence, Fletcher and Hattie (2011) argue that theories of
multiple intelligences deny the well-supported notion of a general intelligence (‘g’) that
involves processing efficiency and capacity. They contend that although some critics of
the notion of ‘g’ see reasoning processes as more segmental than the single underlying
dimension suggested by ‘g’, evidence for these theories is limited.
In terms of emotional intelligence in relation to intelligence research, Antonakis
and Dietz (2010) argue that future research must be committed to the ability-based model
because it is the only emotional intelligence model that is grounded in the existing
frameworks of intelligence. They claim that all other emotional intelligence models

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

101

overlap with personality research too much to offer anything new to the intelligence field;
therefore, they suggest using neuroscience to determine if there are areas of the brain, not
linked to IQ, that can predict performance. They also maintain that all emotional
intelligence tests, regardless of the model, “do not reliably predict incremental variance in
performance outcomes” (p. 166); therefore, they advocate for designing tests that
measure emotions biologically or physiologically to ensure that the instruments have
objectively correct answers.
Like Antonakis and Dietz (2010), Lindebaum and Cartwright (2010) criticize
emotional intelligence scholars for failing to address issues concerning the measurement
of emotional intelligence; however, they also focus their criticism on gaps in the research
that fail to investigate the idea that in certain circumstances emotional intelligence may
have negative consequences. They contend that emotionally intelligent leaders could use
manipulation to achieve personal and organizational gain and, in doing so, both ignore
their responsibility to society and neglect the needs of those they supervise. Additionally,
they argue that emotional intelligence can have a negative impact on the health and wellbeing of individuals with high emotional intelligence when they work in emotional fields,
driving them to overwork and neglect their own self-care when not given proper support.
Lastly, they suggest that further research is needed to address whether low emotional
intelligence ever leads to high performance outcomes; whether specific branches of
emotional intelligence may be tied to beneficial outcomes in certain tasks, while others
may not; and whether there are limits to the amount of emotional intelligence that is
beneficial (Antonakis & Dietz, 2010, p. 282).
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These critiques and disagreements uncover important issues regarding the study
and measurement of emotional intelligence, but they do not directly affect the outcomes
of this research, as my goal is not to try to understand how reasoning processes function
nor to understand which parts of the brain predict performance. Similarly, the purpose of
this study is not to understand how leaders may use emotional intelligence to manipulate
others or to examine how emotional intelligence affects performance outcomes. The goal
of this research is to understand how emotional intelligence may be used to support the
needs of K–12 principals to manage stress and prevent burnout. Antonakis and Dietz
(2010) make an interesting point that emotional intelligence can have a negative impact
on individuals with high emotional intelligence levels because of their tendency to put
others ahead of themselves. Education is an emotional field, and many teachers,
presumably with high emotional intelligence levels, often overwork and neglect their own
self-care in the interest of their students. This research indirectly explores the effects of
occupational demands and lack of self-care on burnout and turnover, which supports
Antonakis and Dietz’s (2010) argument about the potential negative impact of emotional
intelligence. However, this research does not explore how emotional intelligence causes
overwork and stress; rather its focus is on how emotional intelligence can help principals
manage and cope with overwork and stress.
Summary
This literature review demonstrates that emotions are an important part of the
human experience that affect an individual’s health, wellness, and decision-making
(Barnum & Solomon, 2019; Enachescu et al., 2019); emotional intelligence includes
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important emotional skills that may affect an individual’s workplace performance more
than their general intelligence (Bradberry & Greaves, 2012; Nafukho et al., 2016); and
high levels of emotional intelligence in the workplace have been shown to have a positive
effect on an organization’s climate (Allred et al., 2016; Mason, 2018). Additionally,
evidence indicates that emotional intelligence training can be used to help individuals
manage stress and prevent burnout (Ford et al., 2019; Kunze & Menges, 2017), which
may be very helpful to teachers and principals who are facing extreme levels of stress due
to Covid-19 and other challenges within the K–12 educational system (Collie, 2021;
McIntyre et al., 2017). Programs that promote the development of emotional intelligence
have been used successfully in K–12 education to help teachers cope with stress
(Jennings et al., 2017; Schonert-Reichl, 2017); however, the stress-management needs of
principals have been largely ignored (Sánchez-Núñez et al., 2015; Wallace Foundation,
2016).
Evidence indicates that in most situations, emotional intelligence is an important
component of effective leadership (Boyatzis & McKee, 2005; Goleman et al., 2001,
2013; Parrish, 2015). Some leadership models have started incorporating emotional
intelligence (Bradberry & Greaves, 2012; Goleman et al., 2001, 2013); however,
Boyatzis and McKee’s (2005) resonant leadership model is the only model that
specifically and explicitly includes mindfulness practices that address self-care for the
purpose of managing stress, and there is little indication that their suggestions for selfcare have been integrated into principal preparation and professional development
programs. Consequently, there is sufficient evidence to support that an investigation
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examining the role of emotional intelligence and resonant leadership practices in
principal preparation and professional development would yield socially important
findings. This literature review has provided strong support for pursuing a research
project to investigate the following: (a) how the perceptions of K–12 principals in
Oregon, regarding their needs for the development of emotional intelligence, vary based
on their individual characteristics and the contexts in which they lead; (b) how the
preparation and professional development opportunities available to K–12 principals in
Oregon have supported their emotional needs; and (c) how the preparation and
professional development opportunities available to K–12 principals in Oregon have
prepared them to manage the stress and emotions caused by Covid-19.
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Chapter 3: Methodology
This study used an explanatory sequential mixed methods design to examine the
role of emotional intelligence in preparing K–12 principals in Oregon to manage and
recover from stress and to explore to what degree the preparation and professional
development opportunities available to K–12 principals in Oregon have supported their
emotional needs. Specifically, the research questions explored how principal perceptions
varied regarding the need for the development of emotional intelligence, how principals
perceived that their preparation and professional development programs had supported
the development of emotional intelligence, and how prepared principals in Oregon felt to
manage the stress and emotions they experienced in their positions as educational leaders,
as well as the stress and emotions they experienced because of the turbulence and chaos
caused by the Covid-19 pandemic and the heightened social and political turmoil of the
2020–2021 school year.
The research design included two phases: a quantitative phase and a qualitative
phase. This chapter outlines each phase of the study, the sampling methods that were
used to select participants for each phase, and the instruments and procedures that were
used to collect and analyze the data. Lastly, this chapter identifies the limitations and
delimitations that applied to this study, as well as the measures that were taken to ensure
that the research was conducted in an ethical manner and aligned with Institutional
Review Board regulations and recommendations for research with human subjects.
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Research Methods
Quantitative research allows the exploration of attitudes and opinions of large
groups of individuals; however, the results of such research are often limited, lacking the
voice of the participants and the depth of their perspectives (Creswell & Creswell, 2018).
Qualitative research allows honoring the uniqueness and diversity of individual voices by
seeking to understand each participant’s perspective; however, the validity of such
research can be difficult to establish, and the results are often highly subjective (Creswell
& Poth, 2018; Stake, 2010). Mixed methods research combines the strengths of both
methods to develop a deep, well-rounded understanding of the issue of interest, while
honoring individual voices and often producing results that can be generalized to a larger
population (Creswell & Plano Clark, 2018). This research used an explanatory sequential
mixed methods design to explore the collective voice of K–12 principals in Oregon,
while honoring the individual voices of a representative sample of principals working in
diverse contexts.
This study does not seek to build a theory or understand an abstract concept;
therefore, a grounded theory design was inappropriate. It did not manipulate variables to
examine causation; therefore, an experimental or quasi-experimental design was not used.
Furthermore, the research cannot be limited to a single descriptive, correlation, or causalcomparative design, as it sought to describe the emotional intelligence needs of principals
while exploring the relationships between variables and examining the differences
between subgroups. Consequently, multiple sources of data were needed to provide an in-
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depth analysis of the phenomenon being studied within a real-world context, with the
ability to adapt the study design as needed to gain a deeper understanding of the issue.
The use of an explanatory sequential mixed methods study provided the data
needed to address the research questions. It also facilitated understanding both the
perceptions of K–12 principals in Oregon regarding their needs for professional
development opportunities that focus on emotional intelligence and the factors that
influence their perceptions. Mixed method studies are often used to explore perceptions.
For example, McGill et al. (2020) used a two-phase explanatory sequential mixed method
study design to examine the perceptions of 57 academic advisors regarding the
conceptual, informational, and relational components of a professional development
program. Soleas (2015) used similar methods to explore the perceptions of 44 new
teachers regarding the inclusive practices they learned in their teacher preparation
program and their intentions to use the practices in their classrooms. And Zumbrunn et al.
(2016) used the approach to investigate the perceptions of 598 middle school and high
school students regarding writing feedback and to search for relationships between the
feedback they received, their writing self-efficacy, and their writing self-regulation
aptitude. Therefore, it seems that explanatory sequential mixed methods studies have
often been used to explore the perspectives of participants, making this design the
optimal choice for this research.
Research Questions
There is little research indicating how the preparation and professional
development opportunities available to K–12 principals in Oregon support their
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emotional needs; therefore, the following research questions were used to explore this
phenomenon:
•

RQ1: How do the perceptions of K–12 principals in Oregon, regarding their
needs for the development of emotional intelligence skills, vary based on their
individual characteristics and the contexts in which they lead?

•

RQ2: How do K–12 principals in Oregon perceive that their preparation and
professional development programs have supported the development of emotional
intelligence skills?

•

RQ3: How do K–12 principals in Oregon perceive that their preparation and
professional development programs have prepared them to manage the stress and
emotions caused by Covid-19 and other challenges?

•

RQ4: How do the principal preparation and professional development themes
exposed in the principal interviews and document review process explain the
results from the initial quantitative phase of the study?

Setting
This research was conducted in the state of Oregon, U.S.A. The population in
Oregon is predominately White. At the time of this research, 75.3% of the population was
White and not Hispanic or Latino, whereas 13.3% was Hispanic or Latino, 4.8% was
Asian, 3.9% was two or more races, 2.2% was Black or African American, 1.8% was
American Indian or Alaska Native, and 0.5% was Native Hawaiian or other Pacific
Islander (United States Census Bureau, n.d.). On average, there were approximately 40
individuals per square mile (United States Census Bureau, n.d.), 38% of the state’s
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students attended rural schools (Chalk Board Project, n.d.), and 12.6% of the population
was living in poverty (United States Census Bureau, n.d.). According to the Educator
Advancement Council (2019), 38.1% of Oregon students were ethnically/racially diverse,
whereas only 10.4% of public-school teachers and 11.4% of public-school administrators
were ethnically/racially diverse.
Target Population
The target population for this study was K–12 principals serving in public-school
districts across the state of Oregon, including principals from rural, urban, and suburban
schools; principals serving at the elementary, middle/junior-high-school, and high-school
levels; principals serving at low-need, average-need, and high-need schools; and
principals with a variety of individual characteristics and experiences in education.
Principals working under a reciprocal administrator license and principals prepared
outside of Oregon were excluded from the study based on their lack of experience with
Oregon preparation and professional development programs.
Although the job duties of assistant principals and vice principals vary
considerably from school district to school district and school to school, they were
included in the study because of their rich perspectives regarding their principal
preparation programs. Principals, assistant principals, and vice principals with less than
one year of experience were also included in the study because research indicates that a
principal’s first year is generally very stressful and that new principals often do not have
time to engage in self-care (Lovely, 2004).
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Procedures
Figure 3.1
Mixed Method Data Collection and Analysis Procedures

Surveys

PHASE 1

Interviews

Document
Review

PHASE 2

As seen in Figure 3.1, data collection occurred in two phases. Phase 1 focused on
quantitative data collection and analysis in the form of a survey. The survey preliminarily
classified candidates based on their individual characteristics and the contexts in which
they led, gathered information regarding the types of preparation and professional
development activities that had been available to the participants, and recruited
participants for Phase 2 of the study.
Phase 2 focused on qualitative data collection and analysis. The leads generated
by the survey were used to recruit participants for the interviews. The interviews explored
the data gathered in Phase 1 of the study and expanded on the participants’ perspectives
in response to Covid-19. A document review process was also used during Phase 2 to
explore the activities and training programs mentioned in the interviews, ensuring
triangulation of the data (Baxter & Jack, 2008).
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Phase 1: Quantitative Data Collection and Analysis
Sampling Method
In Phase 1 of the study, I used volunteer and snowball-sampling methods. All
1,259 principals in Oregon who had their contact information up to date with the Oregon
Department of Education were invited to participate in the study. I carried out this broad
recruitment in an effort to recruit K–12 principals with a variety of experiences in
education, as well as principals serving in a variety of contexts across the state, including
principals from rural, urban, and suburban schools; principals serving at low-need,
average-need, and high-need schools; and principals serving at the elementary,
middle/junior-high-school, and high-school levels.
I contacted each potential participant directly with a series of emails (Appendix
A). The first email was sent directly from Qualtrics to all principals on April 28, 2021. It
explained the purpose of the study and its importance. This email included a flyer
explaining the study (Appendix B), a link to a research website with more information
about the study (https://sites.google.com/pdx.edu/ashliekmiller-research/home), and a
direct link to take the survey, as well as a small incentive—a free Maslach Burnout
Inventory (Maslach et al., 2018)—for the first 50 principals to respond. The second email
was sent on May 17, 2021 to principals who had not yet completed the survey. This email
included a reminder about the survey with a direct link to the survey. On the same day, an
email was sent out to all superintendents in the state to request assistance in encouraging
principals to participate. Two additional emails were sent to principals on May 24, 2021:
one giving those who had not yet responded one last chance to respond and another
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thanking those who had already responded for participating and encouraging them to
reach out to other principals who may not have completed the survey yet.
I set an original goal to recruit a minimum of 300 principals. I based this goal on
procedures for determining sample sizes in survey research developed by Bartlett et al.
(2001). They contend that continuous sample-size formulas can be used with continuous
data, but categorical formulas should be used when a categorical variable will play a
primary role in data analysis. This study included both continuous and categorical data
that played primary roles in data analysis; therefore, I used Cochran’s sample size
formula for categorical data (Bartlett et al., 2001). According to Bartlett et al. (2001), for
a population size of 1500, with a margin of error of .05 (i.e., a confidence level of 95%),
and a predicted variability of .5, leading to a t-value of 1.96, a sample size of 306
principals would be needed. Therefore, assuming a 10% attrition rate, a sample size of
approximately 300 principals would have been ideal for this study’s population size of
1,259 principals in the state of Oregon.
Data Collection
A 26-item survey (Appendix D) was the primary data-collection instrument. The
survey included questions designed to collect information regarding the individual
characteristics of the principals and the contexts in which they led, information regarding
the types of preparation and professional development activities to which they had been
exposed, and their perceptions regarding their needs for professional learning that
focused on developing emotional intelligence competencies. The first section of the
survey included a consent form. The second section of the survey included seven items
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that were used to screen participants and generate a confidentiality code used as a key to
deidentify the survey responses. The third section of the survey included eight items that
were used to gather information regarding each participant’s demographics, experiences,
and the contexts in which they were leading (e.g., school level, location, and need). The
fourth section of the survey consisted of four multi-part items that were used to gather
information regarding the principal preparation programs in which the respondents had
participated. The fifth section of the survey consisted of six items, including 4 multi-part
items that were used to gather information regarding the professional development
programs and training in which the respondents had participated after they had become
licensed as principals, as well as information on their perceptions of need for the
development of self-awareness, self-management, social awareness, and relationship
management skills. And, finally, the last four questions were used to generate leads for
Phase 2 of the study. Table 3.1 outlines the variables involved in the study and the
measurement tools that were used to gather information on the variables.
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Table 3.1
Operationalization of the Variables and Measurement Tools
Variable
Name
Gender

Variable Type
Predictor /
Moderating

Ethnicity /
Race

Predictor /
Moderating

Age

Predictor /
Moderating

Years of
Experience in
Education

Predictor /
Moderating

Construct Definition
Female
Male
Other: (Specify)
Asian
Black or African American
Hispanic or Latinx
Native American or Alaskan
Native
Native Hawaiian or Pacific
Islander
White or Caucasian
Other: (Specify)

Measurement
Tool

Level of
Measurement

Multiple
Choice (one
answer)

Nominal

Multiple
Choice
(multiple
answers)

Nominal

Specify

Text

Continuous

Specify

Text

Continuous

Text

Continuous

Years of
Experience as
a Principal

Predictor /
Moderating

School Level

Predictor /
Moderating

Elementary School
Middle/Junior High School
High School

Multiple
Choice
(multiple
answers)

Nominal

School
Location

Predictor /
Moderating

Urban
Suburban
Rural

Multiple
Choice (one
answer)

Nominal

School Need

Predictor /
Moderating

Low Need
Average Need
High Need

3-Point Likert
Scale

Ordinal

Number of
Learning
Opportunities

Predictor

Specify

Text

Predictor

Yes
Unsure
No

3-Point Likert
Scale

Availability
of PPD
Activities

Specify

Continuous

Ordinal
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Measurement
Tool

Level of
Measurement

Outcome

Helpful
Unsure
Not Helpful

3-Point Likert
Scale

Ordinal

Outcome

Yes
Unsure
No

3-Point Likert
Scale

Ordinal

Note. PPD = Preparation and Professional Development

Operationalization of Variables
This study sought to explore the perceptions of K–12 principals in Oregon
regarding their needs for preparation and professional development opportunities aimed
at strengthening emotional intelligence, specifically the emotional skills needed to cope
with, manage, and bounce back from stress. This study also sought to understand the
ways in which the individual characteristics of principals and the contexts in which they
worked influenced these needs. According to Martinez (2018), to test hypotheses and
draw meaningful conclusions, all the concepts included in a study’s research questions
must be defined and expressed concretely by means of conceptualization and
operationalization. The concepts in this study have been operationalized in Table 3.1 and
are discussed below in terms of each research question.
The first research question asked how the perceptions of K–12 principals in
Oregon, regarding their needs for the development of emotional intelligence skills, varied
based on their individual characteristics and the contexts in which they led. Individual
characteristics refer to the personal differences among principals, such as years of
experience, age, gender, and ethnicity/race. Individual contexts refer to the different
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contexts in which principals worked, such as the level of school they worked at—
elementary, middle/junior high school, or high school—the location of the school—
urban, suburban, or rural—and the level of need of the students at the school—low need,
average need, or high need. These concepts were operationalized as predictor variables
that may influence principal need, as an outcome variable. Principal need was determined
by the degree to which principals agreed with the need for training in the four emotional
intelligence clusters (Goleman et al., 2013), which were separated into 15 specific
emotional intelligence skills.
The second research question asked how the preparation and professional
development opportunities available to K–12 principals in Oregon had supported their
emotional needs. The preparation and professional development opportunities were
divided into two sections in the survey: a section on principal preparation programs that
they attended in pursuit of licensure (i.e., pre-service) and a section on principal
professional development that was available to principals after they became licensed (i.e.,
in-service). Each section included four multi-part questions that asked participants if they
had attended trainings that helped them develop the 15 specific emotional intelligence
skills and, if so, how helpful they found the trainings. Additional questions explored the
number of professional development opportunities that principals had the opportunity to
participate in each year and the number of opportunities in which they participated. The
number of these professional development opportunities and the types of activities that
were available were operationalized as predictor variables that may influence the
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outcome variables: the degree to which the activities they participated in helped them and
their perception of their current need for training.
The third research question asked how the preparation and professional
development opportunities available to K–12 principals in Oregon prepared them to
manage the stress and emotions caused by Covid-19 and other challenges. Again, the
number of professional development opportunities and the types of activities they
participated in were operationalized as predictor variables that may have influenced how
prepared principals felt to manage the stress and emotions caused by Covid-19, which in
this question, is the outcome variable. Item numbers 17, 19, 23, and 25 on the survey
(Appendix D) each include two prompts that relate specifically to how the activities
included in the principal preparation programs (items 17 and 19) and professional
development programs (items 23 and 25) helped principals manage their emotional
responses and the emotional responses of their staff to the rapid changes and uncertainty
associated with Covid-19. Although these questions seek to answer this research question
to some degree, most of the insight for this question was gathered from the interviews
conducted in Phase 2 of the study.
The last research question is a mixed method question that asked how the themes
discovered in the principal interviews and document review process explained the results
from the initial quantitative phase of the study. Neither predictor nor outcome variables
were used to answer this question.
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Data Analysis Procedures
The data collected from the survey were used to explore the perceptions of K–12
principals in Oregon regarding their needs for the development of emotional intelligence,
to identify factors that may have influenced their needs, and to understand how the
preparation and professional development opportunities they participated in supported
their emotional needs and prepared them to manage the stress and emotions caused by
Covid-19. I collected the raw data with a Qualtrics survey, downloaded it into a
password-protected Microsoft Excel spreadsheet for preliminary descriptive analysis, and
then prepared the data for exportation to IBM SPSS Statistics (Version 28) for statistical
analysis. Because the outcome data were ordinal in nature, with a combination of
continuous, nominal, and ordinal predictor variables, I selected ordinal logistic regression
analysis to determine if any of the independent variables—gender, ethnicity/race, age,
experience, school level, school location, need level at school—had a statistically
significant effect on the 13 main emotional intelligence skills included on the survey.
According to Laerd Statistics (2021), “logistic regression models do not allow the
direct entry of categorical variables into the equation” (p. 4); therefore, new dichotomous
variables, or dummy variables, must be created to represent all the information from each
categorical variable. Furthermore, dichotomous cumulative categories must be created for
each level of the dependent variable, so that separate binomial logistic regressions can be
run. Therefore, in preparing the data in SPSS, I created dummy variables for the
categorical independent variables (gender, race, school level, school location, and need)
and dichotomous cumulative categories for the levels of my dependent variables (yes,
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unsure, and no; or helpful, unsure, and not helpful). I then used a combination of linear,
PLUM, and GENLIN procedures to ensure that the data met the assumptions required for
an ordinal logistic regression and to analyze the data (Laerd Statistics, 2021, p. 12). The
GENLIN procedures produce an omnibus statistical test, which tests the significance of
two or more parameters in a model simultaneously (Salkind, 2010). I ran the GENLIN
procedures for each categorical variable, allowing me to understand the effects of each
group (e.g., males vs. females) on each dependent variable. Additionally, the GENLIN
procedures included odds ratios and confidence intervals in the parameter estimates,
allowing me to avoid misleading results that remove the effect of sample size (Salkind,
2007).
I first used the results from the linear procedure to test for multicollinearity (i.e.,
to ensure that the independent variables were not highly correlated with one another) so
that it would be clear which variables were affecting the dependent variables (Table G1).
I then used PLUM and GENLIN procedures to analyze the results of the full likelihood
ratio tests (Table G2) for each of the dependent variables, which compared the fit of the
proportional odds model to a model with varying location parameters to ensure that there
were proportional odds. Next, I assessed the cell size of my data to discover how many
covariate patterns there were and analyzed the results of the deviance goodness-of-fit
tests for each dependent variable (Table G3) to investigate the overall fit of the ordinal
logistic regression model. Then, I analyzed the model-fitting information (Table G4) to
determine if the final model statistically significantly predicted each dependent variable
over and above the intercept-only model and reviewed the results of the ordinal logistic
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regression equations (Appendix H) to determine if the independent variables had a
statistically significant effect on the dependent variables. When assessing the results of
the regression analysis, I determined statistical significance at a risk of less than .05 for
type 1 error (i.e.,

= 0.05).

Lastly, I used descriptive statistics within Excel to explore the data in more depth.
I created individual worksheets for different aspects of the data. For example, I created
sheets to explore survey answers regarding the availability, helpfulness, and need for
emotional intelligence in principal preparation and professional development. I also
rearranged the data into groups (e.g., male vs. female, urban vs. suburban vs. rural, etc.)
so that I could compare the similarities and differences between groups. I used formulas
to calculate the frequency of each response type, as well as to calculate basic descriptive
statistics, such as mean, range, and standard deviations. I then formatted the data so that it
could be graphed, and I explored the data using a variety of pie charts, line charts,
clustered bar charts, and clustered column charts.
Internal and External Validity
Internal validity refers to the degree to which a study’s claims regarding the
relationships between the independent and dependent variables are accurate. Leighton
(2012) explains that establishing cause and effect between the independent and dependent
variables can be difficult when additional variables affect the relationship, potentially
leading to false positive or negative findings that threaten the internal validity of the
study. She suggests using randomly assigned experimental and control groups to
eliminate this possibility. Unfortunately, although this study sought to determine if a
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relationship existed between the ratings of need for emotional intelligence training and
the independent variables studied, the study was not experimental in nature; therefore, the
use of a control group was not possible.
Instead, I controlled threats to internal validity by identifying a variety of
variables that may affect the relationships studied. It is possible that variables—such as
age, experience, or the context of the school that the principal works in—may affect a
principal’s perceived need for emotional intelligence training. Additionally, variables,
such as exposure to situations requiring emotional intelligence, may affect perceptions of
need more than the school level principals work at; therefore, principals who work in
schools that have more parent involvement may report higher levels of need for
emotional intelligence training. I attempted to control these variables by choosing an
omnibus statistical test that allowed me to test for the effect of all variables, increasing
the internal validity of the study.
External validity refers to the degree to which the results of a study can be
generalized to a larger population. This study used a volunteer sampling strategy to
increase the external validity of the study; however, the results can only be generalized to
principals serving in the state of Oregon. The professional development opportunities
available to principals in the broader United States depend largely on the requirements
stipulated by the governing bodies of each state’s educational system. Therefore, the
opportunities available to principals likely vary from state to state, changing the factors
that influence their perceptions and reducing the applicability of the findings of this
study.
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Expected Findings
I expected to find that principal perceptions of need for training would be
influenced by their years of experience and age, as well as the context of their schools.
For example, I expected to find that principals serving in an elementary school context
were more sensitive to the emotional needs of both their students and their students’
parents because of the context and, therefore, might have a higher need for emotional
intelligence than principals serving at the secondary level. Similarly, I expected to find
that new principals and principals serving at the secondary level who may have had less
experience interacting with adults, might need to develop their emotional intelligence
skills more to improve their interactions with both their teaching staff and their students’
parents, potentially influencing their perceptions.
Phase 2: Qualitative Data Collection and Analysis
Sampling Method
At the end of the Phase 1 survey, participants were asked if they were willing to
participate in interviews, and a small incentive—a free book on leadership—was offered
for participation. Those who expressed a willingness to participate were screened using
purposeful sampling and recruited based on the degree to which they likely represented
different perspectives in terms of experience, age, gender, burnout level, and the contexts
of the school environments in which they worked. Several researchers argue that the
sample size needed for data saturation for interviews cannot be predicted (Fusch & Ness,
2015; Malterud et al., 2016). However, other researchers disagree, and several offer
guidance regarding sample sizes (Guest et al., 2006; Hennink et al., 2017). Guest et al.
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(2006) argue that a minimum of nine to 12 interviews are needed for data saturation,
whereas Hennink et al. (2017) recommend a minimum of 16 interviews. The latter found
that although nine interviews were needed to reach code saturation, 16 to 24 interviews
were needed to fully understand the information and reach meaning saturation.
The interviews conducted in this study were used to expand on the impact of
Covid-19 and explain the differences and anomalies noted in the survey data. I hoped to
conduct at least 10 interviews; however, I sought to recruit as many participants as
needed to provide a deep understanding of the quantitative data. The surveys conducted
in Phase 1 produced an abundant number of leads for Phase 2; therefore, to achieve a
holistic view, I gave preference to the participants who represented diverse backgrounds,
had diverse experiences, and who served diverse populations. I compared the data
collected during the interviews with the data collected from the surveys in Phase 1 to
triangulate the data and increase the likelihood of data saturation. As recommended by
Malterud et al. (2016), I evaluated data saturation by tracking the number of new and
repeated themes discussed by the participants to determine if I needed to conduct more
interviews. In the end, I conducted 12 interviews.
Data Collection
In Phase 2 of the study, I used interviews and a document review process to
develop a holistic view of how the preparation and professional development
opportunities available to K–12 principals in Oregon supported their emotional needs, as
well as how their needs varied based on their individual characteristics and the contexts
in which they led.
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Interviews. As seen in Table 3.2, I used the interviews as a primary data source to
collect information regarding how the preparation and professional development
opportunities available to K–12 principals in Oregon supported their emotional needs,
particularly in relation to the stress and emotions caused by Covid-19. I developed a 30minute semi-structured interview protocol (Appendix F) using nine open-ended
questions, which were aligned with the study’s research questions. I used a pilot testing
process to finalize and refine the questions after completing Phase 1 analysis. The
interviews were conducted and recorded using Zoom video conferencing software.
Documents. I conducted a document review based on information shared in the
interviews, which was tied to information reported in the surveys, regarding the types of
preparation and professional development programs and activities to which the
participants were exposed. As seen in Table 3.2, I collected data from preparation and
professional development websites, as well as books mentioned by the principals. I
reviewed these artifacts for evidence that supported the inclusion or exclusion of
activities that encouraged the development of emotional intelligence.
Field Notes. I used field notes to record my observations and contextualize the
data collection process. I organized notes in a dedicated Microsoft OneNote Notebook
that was password protected to ensure confidentiality. The notebook included a section
for each data collection instrument, and I created a new page for each observation and
note-taking event.
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Table 3.2
Alignment of Research Questions with Data Collection and Analysis
Research Questions

RQ1: How do the
perceptions of K–12
principals in Oregon,
regarding their needs for
the development of
emotional intelligence
skills, vary based on their
individual characteristics
and the contexts in which
they lead?

RQ2: How do K–12
principals in Oregon
perceive that their
preparation and
professional development
programs have supported
the development of
emotional intelligence
skills?
RQ3: How have the
preparation and
professional development
opportunities available to
K–12 principals in
Oregon prepared them to
manage the stress and
emotions caused by
Covid-19?

RQ4: How do the themes
discussed in the principal
interviews and discovered
in the document review
explain the results from
the initial quantitative
phase of the study?

Primary Data
Collection
Tools

Data
Sources

Datapoints

Data
Analysis

• Need for EI training

Survey

Principals

• Individual
characteristics

Differential
& Inferential
Statistics

• School contexts

Survey

Principals

• Preparation &
professional
development
opportunities
• Helpfulness of EI
training

Interviews

Interviews

Principals

Principals

• Perceptions of EI
training
• Professional
preparation &
development
opportunities

Differential
& Inferential
Statistics

A Priori
Coding

A Priori
Coding

• Management of stress
& emotions caused by
COVID

Survey

Principals

• Survey results

Interviews

Principals

• Interview themes

Document
Review

PPD
artifacts

• Document review
themes

Note. EI = emotional intelligence, PPD = Preparation and Professional Development

Differential
& Inferential
Statistics

A Priori
Coding
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Data Analysis Procedures
Interviews. Using the data collected from the interviews, I examined how the
preparation and professional development programs in Oregon prepared the participants
to manage the widespread political and social changes caused by the Covid-19 pandemic,
including the stress and emotional exhaustion experienced by members of the
participants’ communities. I modified my Zoom settings to record video and audio files
for each interview, as well as to produce a transcription that I downloaded into a
password-protected folder on my computer. The transcriptions contained substantial
inaccuracies; therefore, I hired a research assistant to review the videos and edit the
transcriptions as needed. I then member-checked the interview transcriptions for accuracy
by adding each transcription to an individual encrypted folder that was secured with a
password consisting of the confidentiality codes that participants had originally created
for the surveys. I shared the link to the individual folders with each corresponding
interview participant by email and gave them instructions for accessing the folders with
their confidentiality codes (i.e., I reminded them that the code was created using the first
three letters of their birth months, plus the number of cousins they have, plus the number
of children they have, etc.). I also gave them my cell phone number in case they needed
me to send them a text message with the password. I then completed any edits and
redactions that were requested by the participant and deleted the recordings after the
participants were satisfied with the transcriptions.
Next, I used the ATLAS.ti Qualitative Data Analysis (Version 9) software to code
the transcriptions. I conducted a priori coding using descriptive, evaluation, and theming
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data-coding techniques as described by Saldaña (2013). I used descriptive coding guided
by the conceptual frameworks in this study to assign topics to aspects of the
transcriptions. I used the mixed model of emotional intelligence (Goleman et al., 2013) to
classify the emotional needs described by the participants, the resonant leadership model
(Boyatzis & McKee, 2005) to classify the stress management skills and self-care
described by the participants, and the job demands–resources (JD-R) theory (Bakker &
Demerouti, 2014) to provide additional insight into the stress and burnout levels of the
participants. I used evaluation coding to assign judgment to the participants’ perceptions
about the utility of the preparation and professional development opportunities that have
been available to them. I used theming data to create memos describing overall meaning
of aspects of the data using phrases and/or sentences, such as the ability of the principals
to perform specific aspects of their jobs. Lastly, I used anchor codes to identify
information related to each research question. I ended up with 42 codes that I used to
code the data.
I grouped the codes into eight categories—emotional intelligence, leadership,
burnout, current climate, preparation programs, professional development programs,
interview questions, and research questions—and then exported the information for each
code or group of codes into an Excel spreadsheet based on the theme that I was exploring
and analyzing at the time. The Excel spreadsheet included the information that was coded
(i.e., quoted material that I selected, ranging from single words to paragraph-length
discourse), the codes that were applied to that information, the code groups that the codes
belonged to, and any memos or comments that I wrote as I was coding. Additionally, I

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

128

often added extra columns to allow me to compute frequencies and add additional notes
and observations. I started by creating an Excel spreadsheet for each interview question
and any interesting themes that emerged, such as burnout and self-care. Lastly, I created
Excel spreadsheets for each research question and compared my analysis of the interview
data with my analysis of the information reported in the surveys to search for parallels
and dissimilarities, as well as to triangulate the data.
Documents. I used the information reported in the interviews to identify specific
programs and activities that were helpful to the participants. I recorded information
concerning each program and framework in my field notes. I then researched the
programs online, looking for evidence that supported the inclusion or exclusion of
activities designed to encourage the development of emotional intelligence and reduce
burnout. I used a priori coding to assign topics to aspects of the data as described in the
interview section above. I then compared the document review data with the interview
and survey data to analyze how the emergent themes affected my preliminary answers to
the research questions, further triangulating the data and substantiating my conclusions.
Validation
In quantitative research, inferential statistics can be used to validate data and
support the credibility of research findings. Although the process is less clear with
qualitative research, the validation of data collection and analysis must still be addressed.
Most researchers agree that triangulating the data is important (Creswell & Creswell,
2018; McGinn, 2012; Pope, 2017; Yin, 2018); however, there are diverse approaches to
validation. Morgan and Ravitch (2018) take a streamlined approach in recommending
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only two methods to validate qualitative research: the use of triangulation and participant
validation. Yin (2018), on the other hand, recommends additional methods to ensure
validation, such as the use of multiple sources of evidence, researcher training, case study
protocols, pilot studies, databases, and documentation of the chain of evidence. This
study used a variety of approaches to ensure the credibility, dependability, confirmability,
and transferability of the qualitative data.
Credibility. Credibility refers to the degree to which the data that is collected and
analyzed can be trusted to answer the research questions. In this study I used
triangulation, maximum variation sampling, negative case sampling, pilot studies, and
member checking to increase the credibility of the data.
I used methodological, environmental, and theory triangulation to cross-verify the
data. To accomplish methodological triangulation, I gathered evidence from multiple
sources, such as surveys, interviews, and documents. According to McGinn (2012), this
strategy allows the strengths of one method to cancel out the weaknesses of another.
Additionally, I accomplished environmental triangulation by gathering evidence from
multiple locations across the state of Oregon and theory triangulation by using peer
debriefing to recruit unbiased views of the study from individuals who were not directly
involved in the study.
To obtain a holistic view of the needs of principals, I used a maximum variation
sampling strategy. I recruited K–12 principals serving in school districts across the state,
including principals from rural, urban, and suburban schools; principals serving at the
elementary, middle/junior-high-school, and high-school levels; principals serving in low-
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need, average-need, and high-need schools; and principals from a variety of backgrounds
and with a variety of experiences in education. According to McGinn (2012), maximum
variation sampling can be helpful in uncovering negative evidence that allows the
researcher to develop a more complete picture of the phenomenon.
I used pilot testing to ensure that the data collection instruments could collect the
desired information in an efficient and comfortable manner for the participants. I
conducted pilot studies with a small number of individuals who were not involved in the
research to test out the survey and interview questions. Additionally, I practiced
interviewing individuals to develop my interview protocols and become comfortable with
the process. Lastly, I used member checking to assess how well my interpretations agreed
with my participants’ interpretations (McGinn, 2012). After the transcriptions of the
interviews were completed, the transcripts were sent to the participants for validation and
then redacted and edited as needed.
Dependability. Dependability refers to the degree to which the results of the
study are consistent and repeatable. I used data saturation and code audits to increase the
dependability of this study, to ensure the development of a complete understanding of the
data, and to reduce the likelihood of the discovery of additional themes should the study
be repeated. I audited the codes that were applied to the interview transcripts by
calculating the number of new and repeated themes to ensure that appropriate sample
sizes were achieved. My goal was to find at least two examples of each code that helped
answer each research question, indicating that new themes were no longer being
discovered. It was my intention that the codes that were developed to describe the data
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present an honest representation of the data; however, my experience as an educator may
have shaped my understanding of the data, which may have skewed the results (McGinn,
2012; Pope, 2017).
Confirmability. Confirmability refers to the degree to which the results of the
study can be externally confirmed. I used audit trails and reflexivity to increase the
confirmability of the study. Yin (2018) and McGinn (2012) recommend maintaining a
chain of evidence to document data analysis steps and trace the development of themes
and categories. This record provides justification for the decisions made and allows
external auditors to confirm the results of the study. I recorded chains of evidence,
otherwise referred to as audit trails, in my field notes to provide full disclosure regarding
how and why I interpreted the data the way I did. I also provided thick descriptions of the
data and used a reflexive approach to document how my perspectives influenced the
collection and interpretation of the data, as recommended by McGinn (2012).
Transferability. Transferability refers to the degree to which the methods used in
the study, or the results of the study, can be applied to other contexts. It is unlikely that
the results of this study can be applied to other contexts because principals in different
states may have different experiences and perceptions regarding their professional
development needs. However, the methods used to determine how emotional intelligence
can be incorporated into professional learning activities to support principals can be
transferred to other contexts. Therefore, I provided thick descriptions of the data
collection and analysis procedures as a framework for potential future research in other
contexts.
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Limitations and Delimitations of the Research Design
This section will describe the limitations and delimitations that apply to this
study.
Limitations
There are several limitations that restrict the conclusions that can be drawn from
this study. First, the sample used in this research was limited to principals working in
public school districts in the state of Oregon; therefore, the findings are not generalizable
to private schools or school districts located in other states and countries. Second,
although efforts were made to obtain a sample that included the perceptions of all
principals in the state of Oregon, the sample obtained was smaller than needed to reliably
represent all desired variations, and principals who have experience with or who have
strong feelings about emotional intelligence training or stress and burnout in education
may have been more likely to self-select to participate in the study; therefore, the findings
may not represent the perspectives of all the K–12 public school principals employed in
Oregon.
Third, limitations to the data-collection method are present for both quantitative
and qualitative portions of the study. The data gathered from the surveys included
demographic and professional development items that I designed, and although these
questions were validated by peer review and a pilot study, the inclusion of such questions
limits the validity and reliability of the instrument because they have not been formally
tested. Additionally, the number of items on the survey were reduced to encourage
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maximum participation, which may have limited my understanding of the possible
variations and aspects of the phenomenon.
Lastly, researcher bias is a limitation present in all qualitative research (McGinn,
2012; Yin, 2018). I am an assistant principal who has worked in different capacities and
roles in six different school districts in the state of Oregon. My experiences have shaped
my understanding of the leadership challenges present in K–12 education and my
interpretation of the data gathered in this study. I made efforts to reduce my bias by
including member checking and code audits in the design of this study; however, the
elimination of all bias is not possible.
Delimitations
Delimitations to this research study are defined by the context of the research
questions and study population of interest. This research did not include the perspectives
of students, teachers, or staff members who were not serving as principals when the
survey was administrated, nor did it include principals who were working under a
reciprocal license. Although the purpose of this study was ultimately to help school
districts support principals so that they can adequately support teachers and students, the
immediate focus is on supporting the principals’ needs, rather than the needs of their
instructional staff or students. Although the perceptions of the principals’ supervisors,
colleagues, and subordinates would provide interesting data regarding the need for the
development of emotional intelligence in principals, this type of data collection was not
feasible given the site access that would be needed to gather this data, and the procedures
and manpower that would be required to analyze it.
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In addition, based on the conceptual framework used, this research did not
identify dimensions of emotional intelligence that were based entirely on ability-based or
trait-based emotional intelligence models, nor did it examine professional learning skills
that were unrelated to emotional intelligence.
Ethical Issues in the Proposed Study
The human subject protection measures used in this study design sought to
maximize the benefits of the research and minimize its potential harms in alignment with
the ethical principles of respect for persons, beneficence, and justice. Prior to
administering surveys or conducting interviews, I obtained reviews and approvals of all
study instruments by the Institutional Review Board at Portland State University. This
section will discuss the ethical considerations for the research design.
Informed Consent
Separate consent forms were used for each phase of the study. A consent form
describing Phase 1 of the study and explaining the benefits and risks of participation was
included as the first section of the Phase 1 survey (Appendix D). It was also made
available on the website describing the research, and participants were not able to access
the remaining sections of the survey without giving consent. The participants for Phase 2
of the study were selected based on the leads generated by the survey, and a link to the
second consent form (Appendix E) was sent via email to the individuals who were invited
to participate in Phase 2 of the study. This Phase 2 consent form was also available on the
website describing the research.
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Data Management Procedures
The data collected in this study consisted entirely of Type 1 and Type 2 data. This
type of data is not normally expected to result in harm; however, disclosure could breech
a promise of confidentiality. Although personally identifying information must be
maintained to classify and recruit participants, all information that could be used directly
or indirectly to identify participants was modified with study codes that identified
participants in a separate document. Participants were asked to generate their own
identification codes using a series of prompts included on the survey. A key was created
that linked the identification codes to the participants’ identities. As the investigator, I am
the only individual who has had access to the key and, pending exigent circumstances, I
will delete all personally identifying information 3 years after the research has been
completed.
In accordance with federal regulations, Institutional Review Board policies, and
best practices for data management, all data gathered in this study are stored on my
computers and/or computer drives, which are encrypted, protected with strong passwords
and firewalls, and locked when not in use. All documents, spreadsheets, and databases
that contain information that could identify the participants in the study are kept in
password-protected folders and all passwords are kept secure. I only conducted data
analysis on data sets that were de-identified and identifying information will not be
revealed in publications or reports, whether written or oral.
Recordings of interviews were uploaded for transcription using a secure
connection. These recordings were deleted after they were member checked, and all
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necessary redactions and edits were made to the transcripts. Data that included personally
identifying information were not transferred by email, and I used password-protected,
encrypted individual folders to transfer files to participants for member checking.
My Positionality as a Researcher
There are no conflicts of interest in this study. I have not supervised any of the
participants, nor do I have any financial stake in or connection with providers of
preparation and professional development training programs for educators. The small
incentive offered to the first 50 respondents to encourage participation in the surveys and
interviews was within acceptable limits to avoid any appearance of coercion. I
acknowledge a personal interest in ensuring the completion of this study as quickly as
possible to minimize the financial hardship involved in obtaining a doctorate degree. I
also acknowledge that the subject matter is of high interest to me because of my
experience in education and leadership. However, although these interests may cause
unintentional bias in my interpretation of results, I worked to safeguard against that bias
in the study design and implementation of data collection, analysis, and interpretation.
Summary
The purpose of this explanatory sequential mixed methods study was to discover
how the professional development programs and activities designed for K–12 principals
in the state of Oregon supported their emotional needs. As a researcher, I have taken
efforts to develop a strong research design that aligns the data collection and data analysis
procedures with the research questions posed. I have also used a variety of strategies to
obtain valid and reliable findings while protecting the study’s participants from harm.
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The research design included two phases. Phase 1 focused on quantitative data collection
and analysis in the form of a validated survey, and Phase 2 focused on qualitative data
collection through interviews of a representative sample of principals and a document
review process used to explore the preparation and professional development
opportunities available to the principals who were interviewed. This chapter outlined
each phase of the study, the sampling methods that were used to select participants for
each phase, and the instruments and procedures that were used to collect and analyze the
data, as well as the limitations and delimitations that applied to this study and the
measures that were taken to ensure that the research was conducted in an ethical manner.
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Chapter 4: Results and Analysis
Introduction
This study was designed to explore how the preparation and professional
development opportunities available to K–12 principals in Oregon have supported their
needs for the development of emotional intelligence skills. This chapter provides a
detailed analysis of the data collected to answer the following research questions: (RQ1)
How do the perceptions of K–12 principals in Oregon, regarding their needs for the
development of emotional intelligence skills, vary based on their individual
characteristics and the contexts in which they lead? (RQ2) How do K–12 principals in
Oregon perceive that their preparation and professional development programs have
supported the development of emotional intelligence skills? (RQ3) How do K–12
principals in Oregon perceive their preparation and professional development programs
to have prepared them to manage the stress and emotions caused by Covid-19 and other
challenges? and (RQ4) How do the principal preparation and professional development
themes exposed in the principal interviews and document review process explain the
results from the initial quantitative phase of the study? The findings presented in this
chapter are based on the research methodology described in Chapter 3 and divided into
quantitative and qualitative sections.
Quantitative Data
I collected quantitative data with a 26-item survey (Appendix D) that was
administered at the end of the 2021 school year. The survey consisted of five sections: a
screening section, a demographics section, a section that focused on principal preparation
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programs, a section that focused on professional development programs that were
available to principals after they had received their licensure, and a section that was
designed to develop leads for the qualitative phase of the study. The questions examined
the extent to which principal preparation and professional development programs and
activities available to principals in Oregon included the development of emotional
intelligence skills, the degree to which the programs and activities were helpful in
developing these skills, and the degree to which the participants felt that principals in
Oregon needed training to develop emotional intelligence skills.
Participant Response Rates and Demographics
One hundred and seventeen principals responded to the survey; however, 23
participants did not respond to enough questions to be included in the study (respondents
needed to complete all of the principal preparation questions, a minimum of 45% of the
total questions, to be included), 13 participants who were working under a reciprocal
license and four participants who had attended their principal preparation programs out of
state were excluded because of their lack of experience with Oregon preparation and
professional development programs, and nine participants only responded to enough
questions to be included in the principal preparation section of the study (respondents
needed to complete all of the professional development questions, a minimum of 84% of
the total questions, for their answers to be included in the professional development
section). Therefore, the data from 77 of the participants were included in the analysis of
the principal preparation questions, and the data from 69 of the participants were included
in the analysis of the professional development questions. These sample sizes did not
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meet recommended survey sample sizes (Bartlett et al., 2001); therefore, the findings
presented in this chapter may not be generalizable to the entire population of principals in
Oregon.
The demographics section of the survey collected a variety of individual
characteristics and experiences, such as gender, race/ethnicity, age, and years of
experience (Figure 4.1). Participants were 53% female and 47% male. Eighty-seven
percent were White/Caucasian, 6% were Hispanic/Latinx, 4% were two or more races,
and 3% were Black/African American, reflecting that 13% of the participants were
ethnically diverse, which exceeded the state average of 11.4% (Educator Advancement
Council, 2019). The oldest principal was 70 years old and the youngest was 36, with an
average age of 50. On average, the principals who responded to the survey had 26 years
of experience in education and 13 years of experience as a principal; however, there were
principals with as little as 6 years of experience in education and 2 years of experience as
a principal, as well as principals with up to 40 years of experience in education and 29
years of experience as a principal. Additionally, 60 of the 77 principals (78%) who
participated had obtained both their preliminary/principal and professional/district-level
administrator’s licenses.
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Figure 4.1
Individual Characteristics of the Phase 1 Participants
Gender

Race / Ethnicity

Male
47%

# of Participants

67

Female
53%

5

2

3

Black or Hispanic or White or
Two or
African
Latinx
Caucasian More Races
American

Age & Years of Experience
Max Age

70

Ave Age

50

Max Years in Education

40

Min Age

36

Max Years as a Principal

29

Ave Years in Education

26

Ave Years as a Principal

13

Min Years in Education

6

Min Years as a Principal

2
0

5

10 15 20 25 30 35 40 45 50 55 60 65 70

Years
Note. The participants had a variety of individual characteristics and experiences that were collected with
the survey, such as gender, race/ethnicity, age, years of experience in education, and years of experience
as a principal.
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The participants worked in a variety of school contexts (Figure 4.2). Most worked in
traditional public schools, but 5% of respondents worked in public charter schools. About
half of the participants worked in elementary schools with the remaining split fairly
evenly between middle/junior high and high schools. The majority of the principals
worked at rural schools, with approximately one third of the participants working at
urban schools and another third at suburban schools. These numbers align closely with
state averages, as there are 555 elementary (49%), 240 middle/junior high (21%), and 342
high schools (30%) in Oregon (Oregon Department of Education, 2021) and 38% of
Oregon’s students attend rural schools (Chalk Board Project, n.d.). Lastly, 60% of the
participants worked at high-need schools, while 21% worked at average-need schools,
and only 10% worked at low-need schools. Principals provided their own insights on
needs in the survey. The State School Fund considers student needs to be generally
higher in communities with higher levels of poverty and for students who are in foster
care, who are pregnant or parenting, who are neglected, and who require special
education or English language development programs.
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Figure 4.2
School Contexts of the Phase 1 Participants
School Location

Student Need
Low
Need
13%

Suburban
29%
Rural
40%

Average
Need
27%

High
Need
60%

Urban
31%

School Type

Tradition
al Public
Schools
95%

36
# of Participants

Public Charter
Schools
5%

School Level

17
14
10

Elementary Middle/Jr.
High

High

Other

Note. The participants worked in a variety of school contexts, including at different types of schools, at
different school levels, at schools with different levels of student need, and at schools in a variety of
locations across the state.
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Principal Preparation Programs
The survey (Appendix D) included four multi-part questions regarding the
participants’ perceptions of their principal preparation programs in relation to the
development of 13 distinct and two Covid-19-specific skills. These skills were grouped
into the emotional intelligence clusters of self-awareness, self-management, social
awareness, and relationship management (Goleman et al., 2001, 2013). The first part of
each question asked if the development of each skill was included in the principal
preparation programs that the participant had attended. The second part of the question
asked how helpful principals found the training that they had experienced. Participants
responded using 3-point Likert scales with the options of yes, unsure, and no for the first
part of the question and the options of helpful, unsure, and unhelpful for the second part
of the question. Descriptive statistics were used to summarize the data and inform the
answers to the second and third research questions.
Table 4.1 displays a comparison of the percentage of the participants who
responded with yes, unsure, or no to each of the emotional intelligence skills, Figure 4.3
graphs the percentage of the participants who responded yes to each of the emotional
skills, and Figure 4.4 groups the emotional intelligence skills explored into selfawareness, self-management, social awareness, and relationship management clusters
(Goleman et al., 2001, 2013). When participants were asked if their principal preparation
program(s) included training that helped them develop emotional intelligence skills, most
participants indicated that their principal preparation programs included training on skills
designed to help manage interpersonal relationships, such as encouraging trust and
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collaboration (75%, n = 58), managing conflict effectively (75%, n = 58), and managing
change effectively (79%, n = 61). However, less than 50% of the participants indicated
that they had received training in the remaining 10 skills included on the survey, with
only 2 (2.6%) participants indicating that they received training that would have helped
them manage the effects of the pandemic on themselves, and only 1 (0.8%) participant
indicating that they received training that would have helped them manage the effects of
Covid-19 on others, such as their staff, students, and their students’ families (1.3%, n =
1). As seen in Figure 4.4, on average, 51% (± 36% SD) of the participants indicated that
they had received training in the relationship management cluster, 26% (± 17%) in the
social awareness cluster, 23% (± 28%) in the self-management cluster, and 13% (± 5%)
in the self-awareness cluster.
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Table 4.1
Emotional Intelligence Skills Included in Principal Preparation Programs
Cluster

Skill

Self-Awareness

Understanding how one reacts to
emotions
Understanding how others influence
emotions
Understanding how emotions affect others
Self-Management Adapting to change
Preventing emotions from affecting others
Managing and coping with stress
Managing emotional responses to Covid19
Social Awareness Recognizing the unstated emotions of
others
Recognizing the collective mood in a room
Understanding the political forces at work
Relationship
Supporting the emotional needs of others
Management
Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively
Managing the effects of Covid-19 on
others

Participant Responses
Yes
% (n)
11.7 (9)

Unsure
% (n)
0.0 (0)

No
% (n)
88.3 (68)

9.1 (7)

1.3 (1)

89.6 (69)

19.5 (15)
63.6 (49)
10.4 (8)
15.6 (12)
2.6 (2)

1.3 (1)
2.6 (2)
1.3 (1)
0.0 (0)
0.0 (0)

79.2 (61)
33.8 (26)
88.3 (68)
84.4 (65)
97.4 (75)

14.3 (11)

3.9 (3)

81.8 (63)

19.5 (15)
45.5 (35)
23.4 (18)
75.3 (58)
75.3 (58)
79.2 (61)
1.3 (1)

1.3 (1)
2.6 (2)
2.6 (2)
3.9 (3)
1.3 (1)
0.0 (0)
1.3 (1)

79.2 (61)
51.9 (40)
74.0 (57)
20.8 (16)
23.4 (18)
20.8 (16)
97.4 (75)

Note. Participants were asked if their principal preparation program(s) included training that helped them
develop the emotional intelligence skills listed. The percentage (number) of the participants who
responded with each answer is presented in the columns above.
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Figure 4.3
Inclusion of EI Training in Principal Preparation: By Skill

Emotional Intelligence Skills

Did your principal preparation program include training on the
following emotional intelligence skills?
Managing change effectively
Managing conflict effectively
Encouraging trust and collaboration
Adapting to change
Understanding political forces within groups
Supporting the emotional needs of others
Understanding how emotions affect others
Recognizing the collective mood in a room
Managing and coping with stress
Recognizing unstated feelings and emotions
Understanding how one reacts to emotions
Preventing negative emotions from affecting others
Understanding how others influence one's emotions
Managing emotional responses to Covid-19
Managing the effects of Covid-19 on others

79%
75%
75%
64%
45%
23%
19%
19%
16%
14%
12%
10%
9%
3%
1%
0% 10% 20% 30% 40% 50% 60% 70% 80% 90%

% of Participants Who Answered "Yes"

Note. This chart displays the percentage of the participants who responded yes to the question “Did your
principal preparation program include training on the following emotional intelligence skills?” for each of
the 15 emotional skills listed.
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Figure 4.4
Inclusion of EI Training in Principal Preparation: By Cluster

Average % of Participants
who Answered "Yes" (± 1SD)

100%
90%
80%
70%
60%
50%
40%
30%
20%
10%
0%
Relationship
Management

Self-Awareness

Self-Management

Social Awareness

Emotional Intelligence Clusters

Note. This chart groups the 15 emotional intelligence skills into self-awareness, self-management,
social awareness, and relationship management clusters (Goleman et al., 2001, 2013). The number
of yes answers is averaged across all questions within each cluster.

When participants indicated that an emotional intelligence skill was included in
their principal preparation programs, they were asked to answer a follow-up question
regarding how helpful they perceived the training to be. Most of the participants who
received training found it to be helpful (Table 4.2 and Figure 4.5). For example. 100% of
the participants who received training on recognizing the collective mood in a room (n =
17), the one participant who received training on managing the effects of Covid-19 on
others (100%, n = 1), and 88% of the participants who received training on managing
change effectively (n = 59) found the training to be helpful. However, only slightly more
than half of the participants who received training on managing and coping with stress
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(57%, n = 14) found it to be helpful, and neither of the participants who received training
on managing their own emotional responses to Covid-19 (0%, n = 2) found the training
they received to be helpful.
Table 4.2
Helpfulness of EI Training in Principal Preparation: By Skill
Cluster

Self-Awareness

Self-Management

Social Awareness

Relationship
Management

Skill

Participant Responses
Helpful
% (n)

Unsure
% (n)

Understanding how one reacts to emotions
Understanding how others influence
emotions
Understanding how emotions affect others

66.7 (8)
63.6 (7)

25.0 (3)
27.3 (3)

Not
Helpful
% (n)
8.3 (1)
9.1 (1)

77.8 (14)

16.7 (3)

5.6 (1)

Adapting to change
Preventing emotions from affecting others
Managing and coping with stress
Managing emotional responses to Covid-19
Recognizing the unstated emotions of others
Recognizing the collective mood in a room
Understanding the political forces at work
Supporting the emotional needs of others
Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively
Managing the effects of Covid-19 on others

85.7 (42)
77.8 (7)
57.1 (8)
0.0 (0)
81.3 (13)
100.0 (17)
86.5 (32)
59.1 (13)
87.5 (49)
82.1 (46)
88.1 (52)
50.0 (1)

10.2 (5)
11.1 (1)
35.7 (5)
50 (1)
12.5 (2)
0.0 (0)
10.8 (4)
31.8 (7)
3.6 (2)
8.9 (5)
3.4 (2)
50.0 (1)

4.1 (2)
11.1 (1)
7.1 (1)
50 (1)
6.3 (1)
0.0 (0)
2.7 (1)
9.1 (2)
8.9 (5)
8.9 (5)
8.5 (5)
0.0 (0)

Note. Participants were asked how helpful the training that they had received in their principal
preparation program(s), if any, was in helping them develop the emotional intelligence skills listed.
Participants responded with helpful, unsure, or not helpful. The percentage (number) of the
participants who responded with each answer is presented in the columns above.
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Figure 4.5
The Helpfulness of Emotional Intelligence Training in Principal Preparation: By Skill
How helpful was the training you received in developing these
skills?
Recognizing the collective mood in a room

100%

Emotional Intelligence Skills

Managing change effectively

88%

Encouraging trust and collaboration

88%

Understanding political forces within groups

86%

Adapting to change

86%

Managing conflict effectively

82%

Recognizing unstated feelings and emotions

81%

Understanding how emotions affect others

78%

Preventing negative emotions from affecting others

78%

Understanding how one reacts to emotions

67%

Understanding how others influence one's emotions

64%

Supporting the emotional needs of others

59%

Managing and coping with stress

57%

Managing the effects of Covid-19 on others

50%

Managing emotional responses to Covid-19

0%
0%

20%

40%

60%

80%

100%

% of Participants who Found the Training "Helpful"
Note. This chart displays the percentage of the participants who received emotional intelligence
training and who indicated that they found the training helpful.

Figure 4.6 groups the 15 emotional intelligence skills into the self-awareness,
self-management, social awareness, and relationship management clusters (Goleman et
al., 2001, 2013). On average, 89% (± 10%) of the participants indicated that they felt that
the training that they received in the social awareness cluster was helpful, 83% (± 13%)
indicated their training in the relationship management cluster was helpful, 69% (± 7%)
indicated their training in the self-awareness cluster was helpful, and 55% (± 39%)
indicated that their training in the self-management cluster was helpful.

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

151

Figure 4.6
Helpfulness of EI Training in Principal Preparation: By Cluster

Average % of Participants Who
Answered "Helpful" (± 1SD)

100%
90%
80%
70%
60%
50%
40%
30%
20%
10%
0%
Relationship
Management

Self-Awareness

Self-Management

Social Awareness

Emotional Intelligence Clusters

Note. This chart groups the 15 emotional intelligence skills into self-awareness, self-management,
social awareness, and relationship management clusters (Goleman et al., 2001, 2013). The number
of helpful answers is averaged across all questions within each cluster.

Principal Professional Development
The survey (Appendix D) included six questions regarding the principals’
perceptions of the professional development opportunities that have been available to
them in Oregon. Like the principal preparation opportunity section of the survey, these
questions asked about principals’ development of 13 distinct and two Covid-19-specific
skills that were grouped into the emotional intelligence clusters of self-awareness, selfmanagement, social awareness, and relationship management (Goleman et al., 2001,
2013). The first question asked the participants how many leadership-focused
professional development activities they had the opportunity to participate in each year.
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The second question asked how many professional development activities they
participated in each year on average. The remaining four questions asked the degree to
which each emotional intelligence skill was included in the professional development
programs and activities in which the participant had participated, as well as how helpful
principals found the training that they had received. Participants responded using 3-point
Likert scales with the options of yes, unsure, and no for the first parts of the question and
the options of helpful, unsure, and unhelpful for the second part of the question.
Descriptive statistics were used to summarize the data and inform the answers to the
second and third research questions:
RQ2.

How do K–12 principals in Oregon perceive that their preparation and
professional development programs have supported the development of
emotional intelligence skills?

RQ3.

How do K–12 principals in Oregon perceive their preparation and
professional development programs to have prepared them to manage the
stress and emotions caused by Covid-19 and other challenges?

Overall, the participants indicated that on average they had the opportunity to
participate in 9.07 (± 7.05) leadership-focused professional development activities each
year; however, they were generally only capable of participating in an average of 6.21
(± 5.79) of the opportunities available. Table 4.3 and Figure 4.7 display the percentage of
the participants who indicated that they had participated in professional development
activities that included emotional intelligence skills. Over 50% of the participants
indicated that they had participated in 7 of the professional development activities, but
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less than 40% had participated in the remaining 8. The greatest percentage of participants
were trained in encouraging trust and collaboration (66%, n = 45) and the fewest
participants were trained in managing the effects of Covid-19 on others (19%, n = 13).
Table 4.3
EI Skills Included in Professional Development for Principals
Cluster

Skill

Self-Awareness

Understanding how one reacts to emotions
Understanding how others influence
emotions
Understanding how emotions affect others
Self-Management Adapting to change
Preventing emotions from affecting others
Managing and coping with stress
Managing emotional responses to Covid19
Social Awareness Recognizing the unstated emotions of
others
Recognizing the collective mood in a room
Understanding the political forces at work
Relationship
Management

Supporting the emotional needs of others
Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively
Managing the effects of Covid-19 on
others

Participant Responses
Yes
% (n)
54.4 (37)
39.7 (27)

Unsure
% (n)
0.0 (0)
1.5 (1)

No
% (n)
45.6 (31)
58.8 (40)

38.2 (26)
55.9 (38)
25.0 (17)
52.9 (36)
25.0 (17)

0.0 (0)
2.9 (2)
2.9 (2)
0.0 (0)
1.5 (1)

61.8 (42)
41.2 (28)
72.1 (49)
47.1 (32)
73.5 (50)

27.9 (19)

2.9 (2)

69.1 (47)

25.0 (17)
38.2 (26)

2.9 (2)
2.9 (2)

72.1 (49)
58.8 (40)

54.4 (37)
66.2 (45)
61.8 (42)
57.4 (39)
19.1 (13)

2.9 (2)
0.0 (0)
0.0 (0)
2.9 (2)
1.5 (1)

42.6 (29)
33.8 (23)
38.2 (26)
39.7 (27)
79.4 (54)

Note. Participants were asked if the professional development programs they had attended since becoming
a principal included training that helped them develop the emotional intelligence skills listed. Participants
responded with yes, unsure, or no. The percentage (number) of the participants who responded with each
answer is presented in the columns above.
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Figure 4.7
Inclusion of EI Training in Professional Development: By Skill

Emotional Intelligence Skills

Have you attended any professional development
trainings that helped you develop the following skills?
Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively
Adapting to change
Understanding how one reacts to emotions
Supporting the emotional needs of others
Managing and coping with stress
Understanding how others influence one's…
Understanding political forces within groups
Understanding how emotions affect others
Recognizing unstated feelings and emotions
Recognizing the collective mood in a room
Preventing negative emotions from affecting…
Managing emotional responses to Covid-19
Managing the effects of Covid-19 on others
0%

10%

20%

30%

40%

50%

60%

70%

% of Participants Who Answered "Yes"
Note. This chart displays the percentage of the participants who responded yes to the question “Have you
attended any professional development trainings that helped you develop the following skills?” for each of
the 15 emotional skills listed.

Figure 4.8 groups the emotional intelligence skills in Figure 4.7 into the selfawareness, self-management, social awareness, and relationship management clusters
(Goleman et al., 2001, 2013). On average, 52% (± 18%) of the participants indicated that
they had received training in the relationship management cluster, 44% (± 9%) in the
social awareness cluster, 40% (± 17%) in the self-management cluster, and 30% (± 7%)
in the self-awareness cluster.
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Figure 4.8
Inclusion of EI Training in Professional Development: By Cluster

Average % of Participants
Who Answered "Yes" (± 1SD)

100%
90%
80%
70%
60%
50%
40%
30%
20%
10%
0%
Relationship
Management

Self-Awareness

Self-Management

Social Awareness

Emotional Intelligence Clusters
Note. This chart groups the 15 emotional intelligence skills into self-awareness, self-management,
social awareness, and relationship management clusters (Goleman et al., 2001, 2013). The number
of yes answers is averaged across all questions within each cluster.

When participants indicated that an emotional intelligence skill was included in
their principal professional development programs, they were asked to answer a followup question regarding how helpful they perceived the training to be. As seen in Table 4.4
and Figure 4.9, most of the participants who received training found it to be helpful. The
percentage of participants who found training to be helpful ranged from 89% (n = 28) for
training on understanding how emotions affect others up to 100% (n = 17) for training on
recognizing the collective mood in a room.
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Table 4.4
Helpfulness of EI Training in Principal Professional Development
Cluster

Skill

Self-Awareness

Understanding how one reacts to emotions
Understanding how others influence
emotions
Understanding how emotions affect others
Self-Management Adapting to change
Preventing emotions from affecting others
Managing and coping with stress
Managing emotional responses to Covid19
Social Awareness Recognizing the unstated emotions of
others
Recognizing the collective mood in a room
Understanding the political forces at work
Relationship
Management

Supporting the emotional needs of others
Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively
Managing the effects of Covid-19 on
others

Participant Responses
Helpful
% (n)
94.6 (35)

Unsure
% (n)
5.4 (2)

Not Helpful
% (n)
0.0 (0)

90.0 (27)
89.3 (25)
90.2 (37)
94.7 (18)
93.9 (31)

6.7 (2)
3.6 (1)
7.3 (3)
5.3 (1)
3.0 (1)

3.3 (1)
7.1 (2)
2.4 (1)
0.0 (0)
3.0 (1)

94.7 (18)

5.3 (1)

0.0 (0)

94.7 (18)
100.0 (17)
92.6 (25)
91.9 (34)
93.0 (40)
90.0 (36)
92.3 (36)

0.0 (0)
0.0 (0)
7.4 (2)
5.4 (2)
2.3 (1)
7.5 (3)
5.1 (2)

5.3 (1)
0.0 (0)
0.0 (0)
2.7 (1)
4.7 (2)
2.5 (1)
2.6 (1)

92.9 (13)

0.0 (0)

7.1 (1)

Note. Participants were asked how helpful the training that they had received in professional development
program programs and activities designed for principals, if any, was in helping them develop the
emotional intelligence skills listed. Participants responded with helpful, unsure, or not helpful. The
percentage of the participants who responded with each answer is presented in the columns above.
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Figure 4.9
Helpfulness of EI in Professional Development: By Skill

Emotional Intelligence Skills Included in Training

How helpful was the training you received in developing these skills?
Recognizing the collective mood in a room

100%

Recognizing unstated feelings and emotions

95%

Preventing negative emotions from affecting others

95%

Managing emotional responses to Covid-19

95%

Understanding how one reacts to emotions

95%

Managing and coping with stress

94%

Encouraging trust and collaboration

93%

Managing the effects of Covid-19 on others

93%

Understanding political forces within groups

93%

Managing change effectively

92%

Supporting the emotional needs of others

92%

Adapting to change

90%

Understanding how others influence one's emotions

90%

Managing conflict effectively

90%

Understanding how emotions affect others

89%
80% 82% 84% 86% 88% 90% 92% 94% 96% 98% 100%

% of Participants who Found the Training "Helpful"

Note. This chart displays the percentage of the participants who received emotional intelligence training
and indicated that they found the training helpful when responding to the question “How helpful was the
training you received in developing these skills?”

Figure 4.10 groups the emotional intelligence skills in Figure 4.9 into the selfawareness, self-management, social awareness, and relationship management clusters
(Goleman et al., 2001, 2013). On average, 96% (± 4%) of the participants indicated that
they felt that the training that they received in the social awareness cluster was helpful,
93% (± 2%) felt that their training in the self-management cluster was helpful, 92%
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(± 1%) indicated that their training in the relationship management cluster was helpful,
and 91% (± 3%) felt their training in the self-awareness cluster was helpful.
Figure 4.10
Helpfulness of EI in Professional Development: By Cluster

Average % of Participants
Who Answered "Helpful" (± 1SD)

100%
90%
80%
70%
60%
50%
40%
30%
20%
10%
0%
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Management

Self-Awareness

Self-Management

Social Awareness

Emotional Intelligence Clusters
Note. This chart groups the 15 emotional intelligence skills explored into self-awareness, selfmanagement, social awareness, and relationship management clusters (Goleman et al., 2001,
2013). The number of helpful answers is averaged across all questions within each cluster.
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Principal Need
Twelve questions in the demographics and principal professional development
sections of the survey (Appendix D) were used to inform the answer to the first research
question: how do the perceptions of K–12 principals in Oregon, regarding their needs for
the development of emotional intelligence skills, vary based on their individual
characteristics and the contexts in which they lead? The questions in the demographics
section were used to define the individual characteristics of the principals and the
contexts in which the principals led so that they could be grouped and compared. The
questions in the principal professional development section were used to collect
information on the participants’ perceptions of need for the inclusion of emotional
intelligence training in the opportunities available to principals. Participants responded
using a 3-point Likert scale with the options of yes, unsure, and no. Descriptive and
inferential statistics were used to summarize the data and determine if principal
perceptions of need for emotional intelligence training varied based on their individual
characteristics and the contexts in which they led.
Table 4.5 and Figure 4.11 display the percentage of the participants who indicated
that they felt that principals in Oregon need training in emotional intelligence skills. Most
of the participants felt that training was needed in all the emotional intelligence skills
listed, with a range from 75.4% (managing emotional responses to Covid-19) to 95.7%
(managing change effectively).
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Table 4.5
Principal Need for EI Skills
Cluster

Skill

Self-Awareness

Understanding how one reacts to emotions
Understanding how others influence
emotions
Understanding how emotions affect others
Self-Management Adapting to change
Preventing emotions from affecting others
Managing and coping with stress
Managing emotional responses to Covid19
Social Awareness Recognizing the unstated emotions of
others
Recognizing the collective mood in a room
Understanding the political forces at work
Relationship
Supporting the emotional needs of others
Management
Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively
Managing the effects of Covid-19 on
others

Participant Responses
Yes
% (n)
92.8 (64)
87.0 (60)

Unsure
% (n)
5.8 (4)
11.6 (8)

No
% (n)
1.4 (1)
1.4 (1)

89.9 (62)
94.2 (65)
87.0 (60)
92.8 (64)
75.4 (52)

8.7 (6)
4.3 (3)
10.1 (7)
5.8 (4)
17.4 (12)

1.4 (1)
1.4 (1)
2.9 (2)
1.4 (1)
7.2 (5)

79.7 (55)

15.9 (11)

4.3 (3)

78.3 (54)
88.4 (61)
89.9 (62)
94.2 (65)
94.2 (65)
95.7 (65)
79.7 (55)

15.9 (11)
8.7 (6)
7.2 (5)
2.9 (2)
4.3 (3)
4.3 (3)
15.9 (11)

5.8 (4)
2.9 (2)
2.9 (2)
2.9 (2)
1.4 (1)
0.0 (0)
4.3 (3)

Note. Participants were asked if they felt principals needed training in the emotional intelligence skills
listed. Participants responded with yes, unsure, or no. The percentage of the participants who responded
with each answer is presented in the columns above.
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Figure 4.11
Perceptions of Need for EI Training: By Skill

Emotional Intelligence Skills

Do you feel that principals in Oregon need training on these skills?
Managing change effectively

96%

Managing conflict effectively

94%

Encouraging trust and collaboration

94%

Adapting to change

94%

Understanding how one reacts to emotions

93%

Managing and coping with stress

93%

Understanding how emotions affect others

90%

Supporting the emotional needs of others

90%

Understanding political forces within groups

88%

Understanding how others influence one's…

87%

Preventing negative emotions from affecting…

87%

Recognizing unstated feelings and emotions

80%

Managing the effects of Covid-19 on others

80%

Recognizing the collective mood in a room

78%

Managing emotional responses to Covid-19

75%
0%

20%

40%

60%

80%

100%

120%

% of Participants Who Answered "Yes"

Note. This chart displays the percentage of the participants who indicated that they feel that principals
need training in each of the 15 emotional intelligence skills listed.

Figure 4.12 groups the emotional intelligence skills in Figure 4.11 into the selfawareness, self-management, social awareness, and relationship management clusters
(Goleman et al., 2001, 2013). On average, 91% (± 7%) of the participants indicated that
they think Oregon principals need training in the relationship management cluster, 90%
(± 3%) think Oregon principals need training in the self-awareness cluster, 87% (± 9%)
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think Oregon principals need training in the self-management cluster, and 82% (± 5%)
think Oregon principals need training in the social awareness cluster.
Figure 4.12
Perceptions of Need for EI Training: By Cluster

Average % of Participants
Who Answered "Yes" (± 1SD)

100%
90%
80%
70%
60%
50%
40%
30%
20%
10%
0%
Relationship
Management

Self-Awareness

Self-Management

Social Awareness

Emotional Intelligence Clusters
Note. This chart groups the 15 emotional intelligence skills explored into self-awareness, selfmanagement, social awareness, and relationship management clusters (Goleman et al., 2001,
2013). The number of yes answers is averaged across all questions within each cluster.

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

163

To answer the research question fully about how Oregon principals’ perceptions
of the need for emotional intelligence training vary based on their individual
characteristics and the contexts in which they led, it was necessary to explore the
participants’ demographics in greater depth. I first grouped the responses by the
independent variables—principal age, gender, race/ethnicity, years of experience in
education, years of experience as a principal, school level, school location, and student
need at the school—to determine the effects of individual characteristics and contexts on
principals’ perceived need for emotional intelligence training. I then ran a cumulative
odds ordinal logistic regression with proportional odds to determine if the independent
variables explained a statistically significant proportion of the variation in participants’
perceptions of need.
Principal Age. The participants’ ages ranged from 36 to 70 years, with an
average age of 50. I grouped participants’ responses into four age groups: <40 (n = 7), 40
to 49 (n = 29), 50 to 59 (n = 24), and >59 (n = 9). I calculated the percentage of
participants who indicated that principals in Oregon need training in emotional
intelligence—those who answered yes to the survey questions regarding need—for each
group and visually assessed plots to explore how age was related to the principals’
perceptions (Figures 4.13 and 4.14). All the principals under 40 years old indicated that
principals in Oregon need training in all the skills that were explored, demonstrating a
higher perception of need than nearly all the other age groups.
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Figure 4.13
Perceptions of Need for EI Clusters: By Age
Do you feel that principals in Oregon need training on these
skills?

Average % of Participants
Who Answered "Yes"

<40 yrs

40 to 49 yrs

50 to 59 yrs

>59 yrs

100%
95%
90%
85%
80%
75%
70%
65%
60%
Self-Awareness

Self-Management

Social Awareness

Relationship
Management

Emotional Intelligence Clusters
Note. This chart displays principal perceptions of need for emotional intelligence skill training in
the self-awareness, self-management, social awareness, and relationship management clusters
(Goleman et al., 2001, 2013) when grouped by principal age. Percentages are averaged across all
questions for each cluster.
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Figure 4.14
Perceptions of Need for EI Skills: By Age
Do you feel that principals in Oregon need training on these skills?

% of Participants Who
Answered "Yes"

<40 yrs

40 to 49 yrs

50 to 59 yrs

>59 yrs

100%
90%
80%
70%
60%
50%
SA1 SA2 SA3 SM1 SM2 SM3 SM4 SoA1 SoA2 SoA3 RM1 RM2 RM3 RM4 RM5

Emotional Intellligence Skills

Note. This chart displays principal perceptions of need for training in the 15 emotional intelligence
skills when grouped by principal age. The emotional intelligence skills include: SA1—
Understanding how one reacts to emotions, such as stress; SA2—Understanding how others
influence one's emotional state; SA3—Understanding how emotions affect others; SM1—Adapting
to change; SM2—Preventing negative emotions and moods from affecting others; SM3—
Managing and coping with stress; SM4—Managing emotional responses to Covid-19; SoA1—
Recognizing the unstated feelings and emotions of others; SoA2—Recognizing the collective
mood in a room; SoA3—Understanding the political forces at work within groups (social
networks, power relationships, etc…); RM1—Supporting the emotional needs of others; RM2—
Encouraging trust and collaboration; RM3—Managing conflict effectively; RM4—Managing
change effectively; and RM5—Managing the effects of Covid-19 on staff, students, and families.
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Although there was much more variability in the perceptions of need reported by
the other age groups, there appears to be a relationship between participant age and
perceptions of need for training in some areas. For example, there was a negative
relationship between age and perceived need for training for both the social awareness
and relationship management clusters. Specifically, need for training decreased as age
increased in these 5 of the 15 emotional intelligence skills: recognizing the unstated
feelings and emotions of others, recognizing the collective mood in a room, encouraging
trust and collaboration, managing conflict effectively, and managing change effectively
(Table 4.6).
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Table 4.6
Principal Need for EI Skills: By Age Group
Cluster

Skill

Self-Awareness

Understanding how one reacts to
emotions
Understanding how others influence
emotions
Understanding how emotions affect
others
Self-Management Adapting to change
Preventing emotions from affecting
others
Managing and coping with stress
Managing emotional responses to Covid19
Social Awareness Recognizing the unstated emotions of
others
Recognizing the collective mood in a
room
Understanding the political forces at work
Relationship
Supporting the emotional needs of others
Management
Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively
Managing the effects of Covid-19 on
others

Participant Responses by Age Group
<40
% (n)
100 (7)

40–49
% (n)
90 (26)

50–59
% (n)
92 (22)

>59
% (n)
100 (9)

100 (7)

83 (24)

92 (22)

78 (7)

100 (7)

86 (25)

92 (22)

89 (8)

100 (7)
100 (7)

93 (27)
86 (25)

92 (22)
88 (21)

100 (9)
78 (7)

100 (7)
100 (7)

93 (27)
66 (19)

88 (21)
79 (19)

100 (9)
78 (7)

100 (7)

86 (25)

75 (18)

56 (5)

100 (7)

86 (25)

71 (17)

56 (5)

100 (7)
100 (7)
100 (7)
100 (7)
100 (7)
100 (7)

83 (24)
97 (28)
97 (28)
97 (28)
100 (29)
79 (23)

92 (22)
79 (19)
92 (22)
92 (22)
92 (22)
79 (19)

89 (8)
89 (8)
89 (8)
89 (8)
89 (8)
67 (6)

Note. Participants were asked if they felt principals needed training in the emotional intelligence skills
listed. The percentage of the participants who responded with yes in each age category is presented in the
columns above.

Principal Gender. All participants identified as either male or female. I
compared the percentage of male (n = 31) and female (n = 38) participants who indicated
that principals in Oregon need training in emotional intelligence and visually assessed a
plot of percentages to explore how gender was related to principal perceptions of need for
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emotional intelligence training (Figures 4.15 and 4.16). The participants who identified as
female saw a greater need than the participants who identified as male for training in
every emotional intelligence skill that was explored.
Figure 4.15
Perceptions of Need for EI Clusters: By Gender
Do you feel that principals in Oregon need training on these skills?

Average % of Participants
Who Answered "Yes

Female

Male

100%
95%
90%
85%
80%
75%
70%
65%
60%
Self-Awareness

Self-Management

Social Awareness

Relationship
Management

Emotional Intelligence Clusters
Note. This chart displays principal perceptions of need for emotional intelligence skill training in the selfawareness, self-management, social awareness, and relationship management clusters (Goleman et al.,
2001, 2013) when grouped by principal gender. Percentages are averaged across all questions for each
cluster.
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Figure 4.16
Perceptions of Need for EI Skills: By Gender
Do you feel that principals in Oregon need training on these
skills?
Female

Male

% of Participants Who
Answered "Yes"

100%
90%
80%
70%
60%
50%
SA1 SA2 SA3 SM1 SM2 SM3 SM4 SoA1 SoA2 SoA3 RM1 RM2 RM3 RM4 RM5

Emotional Intelligence Skills
Note. This chart displays principal perceptions of need for training in the 15 emotional intelligence
skills when grouped by principal gender. The Emotional Intelligence skills include: The emotional
intelligence skills include: SA1—Understanding how one reacts to emotions, such as stress; SA2—
Understanding how others influence one's emotional state; SA3—Understanding how emotions
affect others; SM1—Adapting to change; SM2—Preventing negative emotions and moods from
affecting others; SM3—Managing and coping with stress; SM4—Managing emotional responses
to Covid-19; SoA1—Recognizing the unstated feelings and emotions of others; SoA2—
Recognizing the collective mood in a room; SoA3—Understanding the political forces at work
within groups (social networks, power relationships, etc…); RM1—Supporting the emotional
needs of others; RM2—Encouraging trust and collaboration; RM3—Managing conflict effectively;
RM4—Managing change effectively; and RM5—Managing the effects of Covid-19 on staff,
students, and families.
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The biggest differences were seen in the need to understand how emotions affect
others, manage emotional responses to Covid-19, recognize the collective mood in a
room, and manage the effects of Covid-19 on staff, students, and families (Table 4.7).
Whereas 100% of females felt that principals needed training to understand how
emotions affect others, only 77% of males agreed. Similarly, 89% of females felt that
training was needed to help manage one’s emotional responses to Covid-19, and 95% felt
that it was needed to help manage the effects of Covid-19 on others, whereas only 58%
and 61% of males, respectively, agreed. Lastly, 89% of females felt that training was
needed to recognize the collective mood in a room, but only 65% of males agreed. The
smallest differences were seen in adapting to change (females = 97%, males = 90%),
supporting the emotional needs of others (females = 97%, males = 81%), and managing
change effectively (females = 100%, males = 90%).

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

171

Table 4.7
Principal Need for EI Skills: By Gender
Cluster

Skill

Self-Awareness

Understanding how one reacts to
emotions
Understanding how others influence
emotions
Understanding how emotions affect
others
Self-Management Adapting to change
Preventing emotions from affecting
others
Managing and coping with stress
Managing emotional responses to Covid19
Social Awareness Recognizing the unstated emotions of
others
Recognizing the collective mood in a
room
Understanding the political forces at work
Relationship
Supporting the emotional needs of others
Management
Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively
Managing the effects of Covid-19 on
others

Participant Responses by Gender
Female
% (n)
100 (38)

Male
% (n)
84 (26)

95 (36)

77 (24)

100 (38)

77 (24)

97 (37)
95 (36)

90 (28)
77 (24)

100 (38)
89 (34)

84 (26)
58 (18)

89 (34)

68 (21)

89 (34)

65 (20)

95 (36)
97 (37)
97 (37)
100 (38)
100 (38)
95 (36)

81 (25)
81 (25)
90 (28)
87 (27)
90 (28)
61 (19)

Note. Participants were asked if they felt principals needed training in the emotional intelligence skills
listed. The percentage of the participants who responded with yes in each gender category is presented in
the columns above.

Principal Race and Ethnicity. Participants indicated that they belonged to four
race/ethnicity groups: Black or African American (n = 2), Hispanic or Latinx (n = 5),
Two or More Races (n = 3), and White or Caucasian (n = 59). I calculated the percentage
of participants who indicated that principals in Oregon need training in emotional
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intelligence for each group and visually assessed plots to explore how race and ethnicity
was related to principal perceptions of need for emotional intelligence training (Figures
4.17 and 4.18). The participants who identified as Black/African American and
Hispanic/Latinx saw a greater need for training than participants who identified as
White/Caucasian. Whereas 100% of Black/African American and Hispanic/Latinx
participants felt that principals needed training in all the emotional intelligence skills
listed, on average only 86% (± 7%) of White/Caucasian participants agreed (Table 4.8).
The biggest differences were seen in White/Caucasian participants’ perceptions of need
for training that helps manage emotional responses to Covid-19 (White/Caucasian =
73%), recognize the unstated feelings and emotions of others (White/Caucasian = 76%),
recognize the collective mood in a room (White/Caucasian = 75%), and manage the
effects of Covid-19 on staff, students, and families (White/Caucasian = 78%).

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

173

Figure 4.17
Perceptions of Need for EI Clusters: By Race/Ethnicity

Average % of Participants
Who Answered "Yes"

Do you feel that principals in Oregon need training on these
skills?
Black or African American

Hispanic or Latinx

Two or More Races

White or Caucasian

100%
95%
90%
85%
80%
75%
70%
Self-Awareness

Self-Management

Social Awareness

Relationship
Management

Emotional Intelligence Clusters
Note. This chart displays principal perceptions of need for self-awareness, self-management, social
awareness, and relationship management clusters (Goleman et al., 2001, 2013) grouped by principal
race and ethnicity. Percentages are averaged across all questions for each cluster.
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Figure 4.18
Perceptions of Need for EI Skills: By Race/Ethnicity

% of Participants Who
Answered "Yes"

Do you feel that principals in Oregon need training on these skills?
Black or African American

Hispanic or Latinx

Two or More Races

White or Caucasian

100%
95%
90%
85%
80%
75%
70%
65%
SA1 SA2 SA3 SM1 SM2 SM3 SM4 SoA1 SoA2 SoA3 RM1 RM2 RM3 RM4 RM5

Emotional Intelligence Skills
Note. This chart displays principal perceptions of need for training in the 15 emotional intelligence
skills when grouped by principal race and ethnicity. The Emotional Intelligence skills include: The
emotional intelligence skills include: SA1—Understanding how one reacts to emotions, such as
stress; SA2—Understanding how others influence one's emotional state; SA3—Understanding how
emotions affect others; SM1—Adapting to change; SM2—Preventing negative emotions and
moods from affecting others; SM3—Managing and coping with stress; SM4—Managing emotional
responses to Covid-19; SoA1—Recognizing the unstated feelings and emotions of others; SoA2—
Recognizing the collective mood in a room; SoA3—Understanding the political forces at work
within groups (social networks, power relationships, etc…); RM1—Supporting the emotional
needs of others; RM2—Encouraging trust and collaboration; RM3—Managing conflict effectively;
RM4—Managing change effectively; and RM5—Managing the effects of Covid-19 on staff,
students, and families.
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Table 4.8
Principal Need for EI Skills: By Race/Ethnicity
Cluster

SelfAwareness
SelfManagement

Social
Awareness
Relationship
Management

Skill

Participant Responses by Race/Ethnicity

Understanding how one reacts to emotions
Understanding how others influence emotions
Understanding how emotions affect others
Adapting to change
Preventing emotions from affecting others
Managing and coping with stress
Managing emotional responses to Covid-19
Recognizing the unstated emotions of others
Recognizing the collective mood in a room
Understanding the political forces at work
Supporting the emotional needs of others
Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively
Managing the effects of Covid-19 on others

Black
% (n)
100 (2)
100 (2)
100 (2)
100 (2)
100 (2)
100 (2)
100 (2)
100 (2)
100 (2)
100 (2)
100 (2)
100 (2)
100 (2)
100 (2)
100 (2)

Hispanic 2+ Races
% (n)
% (n)
100 (5) 100 (3)
100 (5)
67 (2)
100 (5)
67 (2)
100 (5) 100 (3)
100 (5)
67 (2)
100 (5) 100 (3)
100 (5)
67 (2)
100 (5) 100 (3)
100 (5) 100 (3)
100 (5) 100 (3)
100 (5) 100 (3)
100 (5) 100 (3)
100 (5) 100 (3)
100 (5) 100 (3)
100 (5)
67 (2)

White
% (n)
92 (54)
86 (51)
90 (53)
93 (55)
86 (51)
92 (54)
73 (43)
76 (45)
75 (44)
86 (51)
88 (52)
93 (55)
93 (55)
95 (56)
78 (46)

Note. Participants were asked if they felt principals needed training in the emotional intelligence skills
listed. The percentage of the participants who responded with yes in each gender category is presented in
the columns above.

Years of Experience in Education. The participants’ years of experience in
education ranged from 6 to 40 years with an average of 25.87 (± 5.89) years. The
participants’ responses were grouped into four experience groups: less than 10 (n = 3), 10
to 19 (n = 17), 20 to 29 (n = 36), and greater than 30 (n = 13). I calculated the percentage
of participants who indicated that principals in Oregon need training in emotional
intelligence for each group and visually assessed plots to explore how years of experience
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in education was related to principal perceptions of need for emotional intelligence
training (Figures 4.19 and 4.20).
Figure 4.19
Perceptions of Need for EI Clusters: By Years of Experience: Education
Do you feel that principals in Oregon need training on these skills?

Average % of Participants Who
Answered "Yes"

<10 Yrs

10 to 19 Yrs

20 to 29 yrs

>29 Yrs

100%

90%

80%

70%
Self-Awareness

Self-Management

Social Awareness

Relationship
Management

Emotional Intelligence Clusters
Note. This chart displays principal perceptions of need for self-awareness, self-management, social
awareness, and relationship management clusters (Goleman et al., 2001, 2013) when grouped by years of
experience in education. Percentages are averaged across all questions for each cluster.
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Figure 4.20
Perceptions of Need for EI Skills: By Years of Experience: Education

% of Participants Who Answered "Yes"

Do you feel that principals in Oregon need training on these
skills?
<10

10 to 19

20 to 29

>29

100%
90%
80%
70%
60%
50%
SA1 SA2 SA3 SM1 SM2 SM3 SM4 SoA1 SoA2 SoA3 RM1 RM2 RM3 RM4 RM5

Emotional Intelligence Skills

Note. This chart displays principal perceptions of need for training in the 15 emotional intelligence
skills when grouped by years of experience in education. The Emotional Intelligence skills include:
The emotional intelligence skills include: SA1—Understanding how one reacts to emotions, such
as stress; SA2—Understanding how others influence one's emotional state; SA3—Understanding
how emotions affect others; SM1—Adapting to change; SM2—Preventing negative emotions and
moods from affecting others; SM3—Managing and coping with stress; SM4—Managing emotional
responses to Covid-19; SoA1—Recognizing the unstated feelings and emotions of others; SoA2—
Recognizing the collective mood in a room; SoA3—Understanding the political forces at work
within groups (social networks, power relationships, etc…); RM1—Supporting the emotional
needs of others; RM2—Encouraging trust and collaboration; RM3—Managing conflict effectively;
RM4—Managing change effectively; and RM5—Managing the effects of Covid-19 on staff,
students, and families.
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As was seen for age, there appears to be a relationship between years of
experience in education and perceptions of need for training in some of the emotional
intelligence skills, specifically those in the social awareness and relationship management
clusters. The need for training decreased as years of experienced increased in the 5
following emotional intelligence skills: preventing negative emotions and moods from
affecting others, recognizing the unstated feelings and emotions of others, recognizing
the collective mood in a room, supporting the emotional needs of others, and managing
the effects of Covid-19 on staff, students, and families (Table 4.9). This trend suggests
that there may be a negative relationship between years of experience in education and
perceptions of need for training in these emotional intelligence skills.
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Table 4.9
Principal Need for EI Skills: By Years of Experience Education
Cluster

Skill

SelfAwareness

Understanding how one reacts to emotions
Understanding how others influence
emotions
Understanding how emotions affect others
Adapting to change
Preventing emotions from affecting others
Managing and coping with stress
Managing emotional responses to Covid19
Recognizing the unstated emotions of
others
Recognizing the collective mood in a
room
Understanding the political forces at work
Supporting the emotional needs of others
Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively
Managing the effects of Covid-19 on
others

SelfManagement

Social
Awareness

Relationship
Management

Participant Responses by Years of
Experience
<10
10–19
20–29
>30
% (n)
% (n)
% (n)
% (n)
100 (3)
94 (16)
92 (33)
92 (12)
67 (2)
94 (16)
86 (31)
85 (11)
100 (3)
100 (3)
100 (3)
100 (3)
67 (2)

94 (16)
94 (16)
88 (15)
94 (16)
88 (15)

86 (31)
94 (34)
89 (32)
92 (33)
72 (26)

92 (12)
92 (12)
77 (10)
92 (12)
69 (9)

100 (3)

88 (15)

81 (29)

62 (8)

100 (3)

88 (15)

78 (29)

62 (8)

100 (3)
100 (3)
100 (3)
100 (3)
100 (3)
100 (3)

88 (15)
94 (16)
94 (16)
94 (16)
100 (17)
94 (16)

86 (31)
92 (33)
94 (34)
97 (35)
97 (35)
78 (28)

92 (12)
77 (10)
92 (12)
85 (11)
85 (11)
62 (8)

Note. Participants were asked if they felt principals needed training in the emotional intelligence skills
listed. The percentage of the participants who responded with yes in each category of years of experience
in education is presented in the columns above.

Years of Experience as a Principal. The participants’ years of experience as a
principal ranged from 2 to 29 years, with an average of 12.56 (± 9.52) years. The
participants’ responses were grouped into four experience groups: <5 (n = 22), 5 to 9 (n =
20), 10 to 14 (n = 18), and over 14 (n = 9). I calculated the percentage of participants who
indicated that principals in Oregon need training in emotional intelligence for each group
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and visually assessed plots to explore how years of experience as a principal was related
to principal perceptions of need for emotional intelligence training (Figures 4.21 and
4.22).
Figure 4.21
Perceptions of Need for EI Clusters: By Years of Experience: Principal
Do you feel that principals in Oregon need training on these skills?

Average % of Participants Who
Answered "Yes"

<5 Yrs

5 to 9 Yrs

10 to 14 Yrs

>14 Yrs

100%
95%
90%
85%
80%
75%
70%
Self-Awareness

Self-Management

Social Awareness

Relationship
Management

Emotional Intelligence Clusters
Note. This chart displays principal perceptions of need for self-awareness, self-management, social
awareness, and relationship management clusters (Goleman et al., 2001, 2013) when grouped by years of
experience as a principal. Percentages are averaged across all questions for each cluster.
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Figure 4.22
Perceptions of Need for EI Skills: By Years of Experience: Principal

Do you feel that principals in Oregon need training on these skills?
<5 Yrs

5 to 9 Yrs

10 to 14 Yrs

>14 Yrs

% of Participants Who
Answered "Yes

100%
95%
90%
85%
80%
75%
70%
65%
60%
SA1

SA2

SA3 SM1 SM2 SM3 SM4 SoA1 SoA2 SoA3 RM1 RM2 RM3 RM4 RM5

Emotional Intelligence Skills

Note. This chart displays principal perceptions of need for training in the 15 emotional intelligence skills
when grouped by years of experience as a principal. The Emotional Intelligence skills include: The
emotional intelligence skills include: SA1—Understanding how one reacts to emotions, such as stress;
SA2—Understanding how others influence one's emotional state; SA3—Understanding how emotions
affect others; SM1—Adapting to change; SM2—Preventing negative emotions and moods from affecting
others; SM3—Managing and coping with stress; SM4—Managing emotional responses to Covid-19;
SoA1—Recognizing the unstated feelings and emotions of others; SoA2—Recognizing the collective
mood in a room; SoA3—Understanding the political forces at work within groups (social networks, power
relationships, etc…); RM1—Supporting the emotional needs of others; RM2—Encouraging trust and
collaboration; RM3—Managing conflict effectively; RM4—Managing change effectively; and RM5—
Managing the effects of Covid-19 on staff, students, and families.
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As seen in Figures 4.21 and 4.22, there appears to be a pattern in the participants’
perceptions of need for training in some of the emotional intelligence skills. In general,
all participants expressed a lower level of need for several self-awareness and social
awareness skills and a higher level of need for relationship management skills (Table
4.10). In some skill areas, principals with more years of experience indicated that training
was needed more than principals with less experience. Interestingly, 100% of principals
with 10 to 14 years of experience (n = 18) felt that training was needed in adapting to
change, managing and coping with stress, encouraging trust and collaboration,
managing conflict effectively, and managing change effectively. Similarly, 100% of
principals with over 14 years of experience (n = 9) agreed that training was needed in the
three latter skills. On the other hand, principals with less than 10 years of experience
reported much lower levels of need for these skills, with principals with 5 to 9 years of
experience reporting the lowest levels of need.

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

183

Table 4.10
Principal Need for EI Skills: By Years of Experience as a Principal
Cluster

Skill

SelfAwareness

Understanding how one reacts to
emotions
Understanding how others influence
emotions
Understanding how emotions affect
others
SelfAdapting to change
Management Preventing emotions from affecting
others
Managing and coping with stress
Managing emotional responses to Covid19
Social
Recognizing the unstated emotions of
Awareness
others
Recognizing the collective mood in a
room
Understanding the political forces at work
Relationship Supporting the emotional needs of others
Management Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively
Managing the effects of Covid-19 on
others

Participant Responses by Years of Experience
<5
% (n)
91 (20)

5–9
% (n)
95 (19)

10–14
% (n)
94 (17)

>14
% (n)
89 (8)

86 (19)

90 (18)

83 (15)

89 (8)

91 (20)

90 (18)

89 (16)

89 (8)

91 (20)
86 (19)

95 (19)
90 (18)

100 (18)
89 (16)

89 (8)
78 (7)

91 (20)
64 (14)

90 (18)
80 (16)

100 (18)
78 (14)

89 (8)
89 (8)

82 (18)

80 (16)

83 (15)

67 (6)

82 (18)

80 (16)

78 (14)

67 (6)

86 (19)
91 (20)
95 (21)
91 (20)
95 (21)
82 (18)

90 (18)
85 (17)
85 (17)
90 (18)
90 (18)
75 (15)

89 (16)
94 (17)
100 (18)
100 (18)
100 (18)
78 (14)

89 (8)
89 (8)
100 (9)
100 (9)
100 (9)
89 (8)

Note. Participants were asked if they felt principals needed training in the emotional intelligence skills
listed. The percentage of the participants who responded with yes in each category of years of experience
as a principal is presented in the columns above. EI = Emotional Intelligence.

Principal Context: School Level. Each participant identified the level of the
school in which they most recently led as either elementary (n = 31), middle/junior high
(n = 13), high (n = 15), or a combination of the above (n = 10). I excluded principals who
worked at schools that served more than one level (K–8[(n = 4], 6–12 [n = 1], and K–12
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[n = 5]) from the school-level data because I believed that it would obscure the results. I
calculated the percentage of participants who indicated that principals in Oregon need
training in emotional intelligence for each group (Table 4.11) and visually assessed plots
to explore how school level is related to principal perceptions of need for emotional
intelligence training (Figures 4.23 and 4.24). Principals working in elementary schools
consistently reported a higher level of need for training in all the emotional intelligence
skills than principals working at the middle- and high-school levels.
Figure 4.23
Perceptions of Need for EI Clusters: By School Level
Do you feel that principals in Oregon need training on these
skills?
Elementary

Middle/Jr. High

High

Average % of Participants
Who Answered "Yes"

100%
95%
90%
85%
80%
75%
70%
Self-Awareness

Self-Management

Social Awareness

Relationship
Management

Emotional Intelligence Clusters
Note. This chart displays principal perceptions of need for the self-awareness, self-management, social
awareness, and relationship management clusters (Goleman et al., 2001, 2013) grouped by the level of
education offered at the principal’s school. Percentages are averaged across all questions for each
cluster.
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Figure 4.24
Perceptions of Need for EI Skills: By School Level

Do you feel that principals in Oregon need training on these
skills?

% of Participants
Who Answered "Yes"

Elementary

Middle/Jr. High

High

100%
90%
80%
70%
60%
SA1 SA2 SA3 SM1 SM2 SM3 SM4 SoA1 SoA2 SoA3 RM1 RM2 RM3 RM4 RM5

Emotional Intelligence Skills
Note. This chart displays principal perceptions of need for training in the 15 emotional intelligence
skills when grouped by the level of education offered at the principal’s school. The Emotional
Intelligence skills include: The emotional intelligence skills include: SA1—Understanding how
one reacts to emotions, such as stress; SA2—Understanding how others influence one's emotional
state; SA3—Understanding how emotions affect others; SM1—Adapting to change; SM2—
Preventing negative emotions and moods from affecting others; SM3—Managing and coping with
stress; SM4—Managing emotional responses to Covid-19; SoA1—Recognizing the unstated
feelings and emotions of others; SoA2—Recognizing the collective mood in a room; SoA3—
Understanding the political forces at work within groups (social networks, power relationships,
etc…); RM1—Supporting the emotional needs of others; RM2—Encouraging trust and
collaboration; RM3—Managing conflict effectively; RM4—Managing change effectively; and
RM5—Managing the effects of Covid-19 on staff, students, and families.
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The areas in which their responses indicated the lowest need for training were in
managing their emotional responses to Covid-19 (87%) and managing the effects of
Covid-19 on staff, students, and families (87%); however, their perceptions of need were
still considerably higher than middle/junior high (77%, 77%) and high-school principals
(60%, 73%). High-school principals reported some of the lowest levels of need overall,
and they reported considerably lower need for preventing negative emotions and moods
from affecting others (73%), managing their emotional responses to Covid-19 (60%),
recognizing the collective mood in a room (67%), and managing the effects of Covid-19
on staff, students, and families (73%) than the elementary and middle/junior-high-school
principals.
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Table 4.11
Principal Need for EI Skills: By School Level
Cluster

Skill

Self-Awareness

SelfManagement

Social
Awareness

Relationship
Management

Understanding how one reacts to emotions
Understanding how others influence
emotions
Understanding how emotions affect others
Adapting to change
Preventing emotions from affecting others
Managing and coping with stress
Managing emotional responses to Covid19
Recognizing the unstated emotions of
others
Recognizing the collective mood in a
room
Understanding the political forces at work
Supporting the emotional needs of others
Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively
Managing the effects of Covid-19 on
others

Participant Responses by School Level
Elementary
% (n)
100 (31)
94 (29)

Middle/Jr.
% (n)
85 (11)
85 (11)

High
% (n)
87 (13)
80 (12)

94 (29)
100 (31)
94 (29)
100 (31)
87 (27)

85 (11)
85 (11)
85 (11)
77 (10)
77 (10)

87 (13)
93 (14)
73 (11)
87 (13)
60 (9)

94 (29)

77 (10)

73 (11)

90 (28)

77 (10)

67 (10)

97 (30)
97 (30)
97 (30)
100 (31)
100 (31)
87 (27)

85 (11)
77 (10)
92 (12)
92 (12)
92 (12)
77 (10)

80 (12)
87 (13)
87 (13)
87 (13)
93 (14)
73 (11)

Note. Participants were asked if they felt principals needed training in the emotional intelligence skills
listed. The percentage of the participants who responded with yes at each school level is presented in the
columns above.

Principal Context: School Location. Each participant identified the location of
their school as either urban (n = 21), suburban (n = 21), or rural (n = 27). I calculated the
percentage of participants who indicated that principals in Oregon need training in
emotional intelligence for each group (Table 4.12) and visually assessed plots to explore
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how school location was related to principal perceptions of need for emotional
intelligence training (Figures 4.25 and 4.26).
Figure 4.25
Perceptions of Need for EI Clusters: By School Location
Do you feel that principals in Oregon need training on these
skills?

Average % of Participants Who
Answered "Yes"

Rural

Urban

Suburban

100%
95%
90%
85%
80%
Self-Awareness

Self-Management

Social Awareness

Relationship
Management

Emotional Intelligence Clusters
Note. This chart displays principal perceptions of need for self-awareness, self-management, social
awareness, and relationship management clusters (Goleman et al., 2001, 2013) grouped by the
location of the principal’s school. Percentages are averaged across all questions for each cluster.
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Figure 4.26
Perceptions of Need for EI Skills: By School Location
Do you feel that principals in Oregon need training on these
skills?
Rural

Urban

Suburban

% of Participants Who
Answered "Yes"

100%
95%
90%
85%
80%
75%
70%
SA1 SA2 SA3 SM1 SM2 SM3 SM4 SoA1 SoA2 SoA3 RM1 RM2 RM3 RM4 RM5

Emotional Intelligence Skills
Note. This chart displays principal perceptions of need for training in the 15 emotional intelligence skills
when grouped by the location of the principal’s school. The emotional intelligence skills include: SA1—
Understanding how one reacts to emotions, such as stress; SA2—Understanding how others influence
one's emotional state; SA3—Understanding how emotions affect others; SM1—Adapting to change;
SM2—Preventing negative emotions and moods from affecting others; SM3—Managing and coping with
stress; SM4—Managing emotional responses to Covid-19; SoA1—Recognizing the unstated feelings and
emotions of others; SoA2—Recognizing the collective mood in a room; SoA3—Understanding the
political forces at work within groups (social networks, power relationships, etc…); RM1—Supporting the
emotional needs of others; RM2—Encouraging trust and collaboration; RM3—Managing conflict
effectively; RM4—Managing change effectively; and RM5—Managing the effects of Covid-19 on staff,
students, and families.
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Urban principals often appeared to perceive the needs for emotional intelligence training
to be less than rural and suburban principals did, with the most obvious differences seen
in urban principals’ indication of a need for training that helps one understand how one
reacts to emotions, such as stress (86%), adapt to change (90%), prevent negative
emotions and moods from affecting others (76%), and manage and cope with stress
(86%). Similarly, suburban principals report a slightly lower perception of need than
urban and rural principals in training that helps one understand how emotions affect
others (86%) and how to manage conflict effectively (90%), whereas they report a higher
need for training that helps one manage one’s emotional responses to Covid-19 (81%).
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Table 4.12
Principal Need for EI Skills: By School Location
Cluster

Skill

Self-Awareness

Understanding how one reacts to emotions
Understanding how others influence
emotions
Understanding how emotions affect others
Self-Management Adapting to change
Preventing emotions from affecting others
Managing and coping with stress
Managing emotional responses to Covid19
Social Awareness Recognizing the unstated emotions of
others
Recognizing the collective mood in a
room
Understanding the political forces at work
Relationship
Supporting the emotional needs of others
Management
Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively
Managing the effects of Covid-19 on
others

Participant Responses by School
Location
Rural
Urban
Suburban
% (n)
% (n)
% (n)
96 (26)
86 (18)
95 (20)
89 (24)
86 (18)
86 (18)
93 (25)
96 (26)
93 (25)
96 (26)
74 (20)

90 (19)
90 (19)
76 (16)
86 (18)
71 (15)

86 (18)
95 (20)
90 (19)
95 (20)
81 (17)

78 (21)

81 (17)

81 (17)

78 (21)

76 (16)

81 (17)

89 (24)
89 (24)
96 (26)
96 (26)
96 (26)
81 (22)

86 (18)
90 (19)
95 (20)
95 (20)
95 (20)
76 (16)

90 (19)
90 (19)
90 (19)
90 (19)
95 (20)
81 (17)

Note. Participants were asked if they felt principals needed training in the emotional intelligence skills
listed. The percentage of the participants who responded with yes at each school location is presented in
the columns above.

Principal Context: Student Need at the School. Each participant identified the
level of student need at the school in which they most recently led as either low need (n =
7), average need (n = 20), or high need (n = 42). I calculated the percentage of
participants who indicated that principals in Oregon need training in emotional
intelligence for each group (Table 4.13) and visually assessed plots to explore how
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student need affects principal perceptions of need for emotional intelligence training
(Figures 4.27 and 4.28). Principals at low need schools reported lower perceptions of
need for training in most of the emotional intelligence skills than principals at averageneed and high-need schools, with the exception of the social awareness skills of
recognizing the unstated feelings and emotions of others and recognizing the collective
mood in a room. Principals working at average-need schools reported slightly lower
perceptions of these two skills than principals working at low-need schools.

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

193

Figure 4.27
Perceptions of Need for EI Clusters: By Level of Need
Do you feel that principals in Oregon need training on these
skills?

Average % of Participants
Who Answered "Yes"

Low Need

Average Need

High Need

100%
95%
90%
85%
80%
75%
70%
65%
Self-Awareness

Self-Management

Social Awareness

Relationship
Management

Emotional Intelligence Clusters
Note. This chart displays principal perceptions of need for self-awareness, self-management, social
awareness, and relationship management clusters (Goleman et al., 2001, 2013) grouped by level of
student need at the principal’s school. Percentages are averaged across all questions for each
cluster.
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Perceptions of Need for EI Skills: By Level of Need
Do you feel that principals in Oregon need training on these
skills?

% of Participants Who
Answered "Yes"

Low Need

Average Need

High Need

100%
90%
80%
70%
60%
50%
SA1 SA2 SA3 SM1 SM2 SM3 SM4 SoA1 SoA2 SoA3 RM1 RM2 RM3 RM4 RM5

Emotional Intelligence Skills
Note. This chart displays principal perceptions of need for training in the 15 emotional intelligence
skills when grouped by level of student need at the principal’s school. The Emotional Intelligence
skills include: The emotional intelligence skills include: SA1—Understanding how one reacts to
emotions, such as stress; SA2—Understanding how others influence one's emotional state; SA3—
Understanding how emotions affect others; SM1—Adapting to change; SM2—Preventing negative
emotions and moods from affecting others; SM3—Managing and coping with stress; SM4—
Managing emotional responses to Covid-19; SoA1—Recognizing the unstated feelings and
emotions of others; SoA2—Recognizing the collective mood in a room; SoA3—Understanding the
political forces at work within groups (social networks, power relationships, etc…); RM1—
Supporting the emotional needs of others; RM2—Encouraging trust and collaboration; RM3—
Managing conflict effectively; RM4—Managing change effectively; and RM5—Managing the
effects of Covid-19 on staff, students, and families.
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Table 4.13
Principal Need for EI Skills: By Level of Student Need
Cluster

Skill

Self-Awareness

Understanding how one reacts to emotions
Understanding how others influence
emotions
Understanding how emotions affect others
Self-Management Adapting to change
Preventing emotions from affecting others
Managing and coping with stress
Managing emotional responses to Covid19
Social Awareness Recognizing the unstated emotions of
others
Recognizing the collective mood in a
room
Understanding the political forces at work
Relationship
Supporting the emotional needs of others
Management
Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively
Managing the effects of Covid-19 on
others

Participant Responses by Student Need
Low
% (n)
71 (5)
71 (5)

Average
% (n)
95 (19)
85 (17)

High
% (n)
95 (40)
90 (38)

71 (5)
71 (5)
71 (5)
71 (5)
57 (4)

90 (18)
95 (19)
95 (19)
95 (19)
80 (16)

93 (39)
98 (41)
86 (36)
95 (40)
76 (32)

71 (5)

65 (13)

88 (37)

71 (5)

65 (13)

86 (36)

71 (5)
71 (5)
71 (5)
71 (5)
86 (6)
57 (4)

85 (17)
90 (18)
95 (19)
95 (19)
95 (19)
85 (17)

93 (39)
93 (39)
98 (41)
98 (41)
98 (41)
81 (34)

Note. Participants were asked if they felt principals needed training in the emotional intelligence skills
listed. The percentage of the participants who responded with yes in each age category is presented in the
columns above.

Ordinal Logistic Regressions. After analyzing the responses with descriptive
statistics, I ran cumulative odds ordinal logistic regressions with proportional odds to
determine the relationships of the independent variables—principal age, gender,
race/ethnicity, years of experience, school level, school location, and student need at the
school—with the principals’ perceived need for emotional intelligence training in each of
the 13 main emotional intelligence skills. The regressions were not run on the two Covid-

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

196

19-related skills for several reasons: (a) when the descriptive statistics were computed, it
became apparent that the inclusion of these skills increased the variability of the data; and
(b) each of the Covid-19-related skills include components of other emotional
intelligence skills that were already being explored by the regressions—for example,
managing emotional responses to Covid-19 required the ability to adapt to change,
prevent one’s negative emotions and moods from affecting others, and manage stress
well.
Prior to conducting the ordinal logistic regressions, I assessed the data in SPSS to
ensure that all assumptions were met and that the ordinal logistic regression method was
appropriate for my data. I first used the linear procedure to test the independent variables
for multicollinearity. As seen in Table G1, all independent variables produced tolerance
values greater than 0.1, indicating that the independent variables were not highly
correlated with one another and there were no problems with collinearity in the data set.
PLUM and GENLIN procedures were then used to test the assumptions, provide an
omnibus statistical test for each categorical variable, and provide odds ratios. As seen in
Table G2, the assumption of proportional odds was met for all dependent variables,
except recognizing the collective mood in a room, as assessed by a full likelihood ratio
test comparing the fit of the proportional odds model to a model with varying location
parameters. Furthermore, the deviance goodness-of-fit test indicated that the ordinal
logistic regression model was a good fit for all variables (see Table G3), but most cells
were sparse with zero frequencies in 66.7% of cells, indicating that the goodness-of-fit
measures should be treated with suspicion. As seen in Table G4, the Model Fitting
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Information produced by the PLUM procedure revealed that the final model statistically
significantly predicted the dependent variables over and above the intercept-only model
for seven of the dependent variables but did not statistically significantly predict the
dependent variables for six of the dependent variables. In other words, at least one of the
eight independent variables tested had a statistically significant effect on seven of the 13
dependent variables.
Next, I analyzed the results of the ordinal logistic regressions to uncover the
relationships between the independent variables (n = 8) and each dependent variable (n =
13). Appendix H includes an analysis of the effects of all independent variables on each
of the dependent variables. The results that were statistically significant or approaching
statistical significance, at an alpha level of .05, are displayed in Table 4.14. Of the eight
independent variables, statistically significant differences in perceptions of need for
emotional intelligence training were found based only on gender, with the odds of males
expressing the need for social awareness training in recognizing unstated feelings at 0.11
(95% CI [0.02, 0.59]) times that of females, a statistically significant result (χ2(1) = 6.60,
p = .01; Table 4.14). There were no statistically significant differences found based on
race/ethnicity, age, years of experience in education, years of experience as a principal,
school level, school location, or student need at the school.
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Table 4.14
Model Effects of Participant Gender on Perceptions of Need for EI
Dependent
Variable
Self-Awareness: Understanding How
Others Influence Emotions
Social Awareness: Recognizing
Unstated Feelings
Social Awareness: Recognizing
Collective Mood
Social Awareness: Understanding
Political Forces
Relationship Management: Encouraging
Trust

Wald
ChiSquare
3.13

df

Odds
Ratio

95% Wald CI
Lower
Upper

1

0.13

0.01

1.25

.08

6.60

1

0.11

0.02

0.59

.01*

3.53

1

0.14

0.02

1.09

.06

2.92

1

0.25

0.05

1.23

.09

3.01

1

0.06

0.00

1.44

.08

p

Note. There were no statistically significant differences in the principals’ perceptions of need for
emotional intelligence training based on race/ethnicity, age, years of experience in education, years of
experience as a principal, school level, school location, or student need at the school. df = degrees of
freedom. CI = confidence interval.
* = p < .05

Qualitative Data
During the second phase of the study, I collected qualitative data in the form of
semi-structured interviews (Appendix F) and a document review process. In interviews,
participants were asked to expand upon their answers to the survey questions (see
Appendix D), especially regarding the Covid-19 pandemic. Through the document
review process, I gathered additional information on specific programs and activities that
were mentioned by the participants.
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Response Rates and Participant Demographics
Of the survey participants, 41 volunteered for Phase 2 of data collection. The
volunteers were invited to participate in the interviews based on the degree to which their
individual characteristics and the contexts of their schools contributed to maximum
variation of the sample. I invited 25 principals to participate, including all the volunteers
in groups with low representation, which included all the non-White/Caucasian
volunteers (n = 8), all volunteers under age 40 (n = 5) and over age 59 (n = 4), all
volunteers with less than 10 years (n = 3) and more than 29 years (n = 5) of experience in
education, all volunteers with more than 14 years (n = 4) of experience as a principal, all
who worked in middle/junior-high schools (n = 5), and all volunteers working at lowneed schools (n = 3). Although I attempted to achieve equal representation from each of
the groups present within the variables studied, it was not possible, but I was able to
recruit at least one participant from each group except for principals over age 59. Guest et
al. (2006) recommends a minimum of 9 participants to reach data saturation for
interviews, so my goal was to interview a minimum of 10 participants, which I achieved.
Twelve individuals responded to my invitations and participated in the interviews,
which ranged from 16 to 50 minutes in length. The final sample included seven males
and five females; three non-White/Caucasian principals and 9 White/Caucasian
principals; one principal under age 40, seven principals age 40 to 49, and four principals
age 50 to 59; one principal with less than 10 years of experience in education, two
principals with 10 to 19 years, seven principals with 20 to 29 years, and two principals
with more than 29 years of experience in education; four principals with less than 5 years
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of experience as a principal, five principals with 5 to 9 years, two principals with 10 to 14
years, and one principal with more than 14 years of experience as a principal; five
principals who worked at the elementary-school level, five who worked at the highschool level, and two who worked at the middle/junior high-school level; six principals
who worked at high-need schools, five who worked at average-need schools, and one
who worked at a low-need school; and finally, four principals who worked at urban
schools, four who worked at suburban schools, and four who worked at rural schools
(Figure 4.29).
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Figure 4.29
Individual Characteristics and Contexts of the Phase 2 Participants
Race/Ethnicity

Gender
Male

White or
Caucasian

5
7

Female

1
2

Two or More
Races

9

Black or African
American

Age
1

<40 yrs
40–49 yrs

Years of Experience
(Education)

4

1

2

2

<10 yrs
10–19 yrs

50–59 yrs

7

20–29 yrs

7

>29 yrs

School Level

Years of Experience
(Principal)
<5 years

1
2

Elementary

4

5–9 years

5

5

Middle

10–14 years

2

High

5

>14 years

School Location

Student Need
1

Low Need
Average Need

6

Rural
5

High Need

4

4

Urban
Suburban
4

Note. This figure displays the individual characteristics of the 12 principals who participated in the
Phase 2 interviews and the contexts of their schools.
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Principal Preparation Programs
The interviews included three questions regarding the participants’ perceptions of
their principal preparation programs. The first question asked the participants how their
principal preparation program(s) prepared them to manage widespread political and
social changes, such as those caused by the Covid-19 pandemic; the second question
asked how their principal preparation program(s) prepared them to manage stress and/or
build resilience to emotional exhaustion and burnout; and the third question asked the
participants how their principal preparation program(s) prepared them to manage the
emotional needs of their staff, students, and communities in response to stressful
situations. The collected data informed the answers to the second and third research
questions:
RQ2. How do K–12 principals in Oregon perceive that their preparation
programs have supported the development of emotional intelligence
skills?
RQ3. How do K–12 principals in Oregon perceive their preparation programs to
have prepared them to manage the stress and emotions caused by Covid19 and other challenges?
Preparation to Manage Widespread Political and Social Changes. Nine (75%)
of the participants stated that they did not feel that their preparation programs prepared
them to manage widespread political and social changes, such as those caused by Covid19; however, several of the participants mentioned that their programs had prepared them
in indirect ways by facilitating discussions of historical and current events that affected
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the socio-political climate of the time, philosophies of education, and the cultural and
societal implications of their work as public educators. One participant stated
I did have courses about social change, certainly not about a pandemic, but having
just those conversations about other historical, social changes that have occurred
in schools—for example segregation was one of the big topics that we talked
about—and you know if that were happening today what would we do? One other
area that we talked a lot about was integration of technology from a time when we
didn't have technology at all. I feel like those discussions were helpful in being
able to organize quickly and think about logistics quickly. (female participant, age
52)
Other participants mentioned specific components of their preparation programs that
were helpful, such as a focus on adaptive leadership, flexibility, and perseverance, as well
as initiatives regarding meeting the needs of the whole child and ensuring equity. One
participant mentioned that her experiences as a principal had prepared her more than any
training she had received (female participant, age 47), and another participant pointed out
that principals who graduated more recently may have dealt better with the pandemic
than those who graduated 7 to 10 years ago because of changes in technology and
principal preparation programs over time (female participant, age 49).
Preparation to Manage Stress and/or Build Resilience to Emotional
Exhaustion and Burnout. Eleven (92%) of the participants stated that they did not feel
that their preparation programs prepared them to manage stress and/or build resilience to
emotional exhaustion and burnout, although several said that they had professors who
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mentioned the importance of self-care and strategies to manage stress, such as leaving
work at a specific time, not checking email after a certain time, or packing food that
could easily be eaten while on the go. One participant stated
I did have one particular professor at the time, who actually was our finance and
budget professor, … and he talked about it kind of offline in the class. You know,
he said, you need to look at your day like a budget. If you aren't getting enough
sleep, you aren't getting enough exercise, and you are not forcing yourself to eat
during the day, you are no good to your kids or your teachers. If you're sick or
you have to be out, you know, for four months because you end up with a sinus
infection that becomes pneumonia that lays you out, that's not a good budget.
(female participant, age 52)
Several participants mentioned that their professors were former administrators who
shared a lot of information from their experiences in education; however, the strategies
mentioned to manage stress and/or build resilience to emotional exhaustion and burnout
were anecdotal and were not formally built into the curriculum.
The participants made some interesting observations about their preparation
programs. One participant believed that his preparation program attempted to help
principals build resilience by “emulat[ing] some of the workload issues in an effort to
replicate some of the potential stressors that might occur on the job” (male participant,
age 54); however, he went on to state that “nowhere did we then analyze and discuss
what that personal impact and cost is and how to ameliorate or work with it.” Another
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principal commented that “people sort of just rise to the top if they can handle it” (male
participant, age 37).
Several participants shared their personal experiences with stress and emotional
exhaustion. One participant mentioned that although he was prepared to work with
students, he was ill prepared for dealing with his adult employees. He described the
incredible amount of stress that was involved in his interactions with teachers, stating
They don't describe the amount of stress that you go through when you go and
have a conversation with someone that went to college for four years, got a
master's degree, and then you try to tell them that they're not good at their job . . .
I dealt with some crazy things with kids that caused a little bit of stress, but they
don't prepare you for the amount of stress if you're trying to do what's best for
kids and you're trying to get the right people in the building—going through that
process with adults and trying to either make the adults better or move them out
of the building. (male participant, age 37)
Another principal stated, “I don't encourage anybody to go into administration unless
they're in a second season of their life” (female participant, age 49), explaining that
principals need to have a support network to be successful and should not have young
children or elderly parents that they need to care for. One participant stated that it is the
system itself that needs to change. He said, “For me personally it's not so much me
becoming more resilient or embodying more perseverance within the role, but the system
understanding that it's an intolerable amount of pressure that gets put on principals” (male

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

206

participant, age 40). He also shared his concern that “centering self-care looks like
neglecting duty at times, so finding that balance is so important.”
Preparation to Manage the Emotional Needs of Others in Response to
Stressful Situations. Six (50%) of the participants stated that they did not feel that their
preparation programs prepared them to manage the emotional needs of their staff,
students, and communities in response to stressful situations; however, four (33%) of the
participants felt that their programs did prepare them, and two (17%) of the participants
felt that their programs somewhat prepared them. Those who felt that their programs did
prepare them mentioned learning about the importance of collaboration, transparency,
empathy, social-emotional learning, and creating a culture of care. Participants also
mentioned the value of the instruction they received regarding communication, team
building, conflict resolution, and issues of race and equity. One participant mentioned
that his program included awareness of the need to manage the emotional needs of others
but was missing the practical application component of how to do that work (male
participant, age 53). Additionally, several others mentioned not receiving much training
about mental health. One principal stated
I think there was a significant amount of opportunities to work with other
administrators or aspiring administrators in the discussion of how to address
certain volatile or difficult situations and how to address that with the adults and
the children with whom you work, but I do think that was a little bit more on the
surface and open for discussion, usually pursuant to disciplinary issues or staff
conflict issues or a personnel work-related kind of evaluative or directed goal—

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

207

course correction type stuff—not so much the emotional. (male participant, age
54)
Several participants mentioned the emotional needs of their community in
response to the pandemic. One principal discussed how the pandemic really highlighted
inequities that her preparation program did not prepare her for. She discussed how those
who live in high-needs communities often have heart disease, diabetes, mental-health
issues, insufficient medical and dental care, and multi-generational families that cannot
self-isolate, as well as a limited ability to get masks, check their temperature daily, keep
things appropriately clean and disinfected, and feed and care for children that are
normally at school all day. She stated
I have a mask. I have a car. I have transportation. At least I can go take a drive
somewhere. At least I can work on Zoom, and I still have my job. I see my
benefits, and I can afford gas in my car. Whereas, you had other individuals that
were literally locked into their homes, without really having the means to seek out
other things that they may have needed to aid in their social-emotional wellbeing.
(female participant, age 49)
Similarly, another participant mentioned staff members who were living in poverty, some
in transitional housing. She discussed the need to have awareness about what is going on
in their lives so that she could adequately support them and the rest of her staff. She
stated
You have to build that same relationship with your staff members that you would
with the kids in your classroom so that you understand their love language, so to
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speak. I have some staff members that they really need those daily affirmations
every single day. They need to know that they've done an outstanding job because
they're so hard on themselves that they really need that affirmation. I have some
staff members that really need little tokens, like they need that little couple of
candies on their desk, they need a little bookmark here and there, they need
something tangible. I have some staff members that have liked to have scheduled
time with me every week, even if it's only 15 or 20 minutes and we're not really
talking about anything, they just kind of need a check in. (female participant, age
52)
Although this principal seemed to have a high degree of knowledge regarding how to
meet the emotional needs of her staff, she attributed her approach to her background in
counseling, rather than anything she learned in her principal preparation program.
Principal Professional Development
After asking principals about their principal preparation programs, I then asked
them four questions about the professional development programs that have been
available to them since they obtained their licensure. These questions mirrored the
questions that were asked regarding their principal preparation programs. The first
question asked if the participants had attended any professional development training
prior to the school closures that helped them manage the changes associated with Covid19 and, if so, how the training had helped them. The second question asked if the
participants had attended any professional development training prior to the school
closures that helped them manage stress and/or build resilience to emotional exhaustion
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and burnout. The third question asked if the participants had attended any professional
development training prior to the school closures that had helped them manage the
emotional needs of their staff, students, and communities in response to stressful
situations. The last question asked if they had attended any professional development
training that focused on stress management and/or managing emotions in response to the
school closures since the Covid-19 pandemic began. As with the above section, the
collected data informed the answers to the second and third research questions.
Pre-Covid Professional Development on Managing Widespread Political and
Social Changes. Eight (67%) of the participants stated that they had attended
professional development training prior to the school closures that helped them manage
the changes associated with Covid-19, whereas three (25%) participants had not attended
any training that had helped, and one (8%) participant had received training that was not
meant to support adults but was helpful in managing the effects of the pandemic and
could be applied to adults. Participants found several practices helpful for managing the
challenges associated with the pandemic, including collaborative problem solving, deescalation strategies, self-care, care for others, creating a culture where people feel heard
and valued, and creating professional networks to share information and get support.
Several participants mentioned that they had received emergency response
training, as well as workshops on trauma-informed care and culturally responsive
practices, that were particularly helpful during the pandemic. One participant discussed
the importance of knowing how to access resources during an emergency. While
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reflecting on how to get food and supplies to families in her high-need community, she
stated
[I asked myself] how could I utilize the systems that we have, like our robo call
system, our flash alert? I had volunteers from both my school, as well as the
church volunteers, helping. I mean it took an hour and a half, and we fed I think
195 families in the school district for that week. . . . People will come forward
with assistance, but you have to have an organized way of getting the message out
there. And then, once you put the message out there, you have to have a plan,
where you can put it all [and so on]. (female participant, age 52)
Pre-Covid Professional Development on Managing Stress and/or Building
Resilience to Emotional Exhaustion and Burnout. Six (50%) of the participants stated
that they had not attended any professional development training prior to the school
closures to help them manage stress and/or build resilience to emotional exhaustion and
burnout, whereas four (33%) participants had received training that was helpful, and two
(17%) had received training that they felt helped them to a degree. Several of the
participants who had received helpful training mentioned training in trauma-informed
practices and mindful practices.
One participant mentioned having experienced personal trauma that led her to
pursue training in trauma-informed care and mindfulness practices to manage her own
trauma response (female participant, age 42). She later extended this training to her
practices as a principal. Another participant mentioned two mindfulness programs:
Mindful Leaders, a service-focused leadership certificate program that cultivates
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compassionate leadership and self-care skills and practices, and Peace in Schools, a
mindfulness program for teachers and students based in SEL principles. She discussed
how these programs helped her understand how the brain responds during stress and how
to use mindfulness strategies to rewire its responses. She stated, “We practiced some kind
of physical relaxation strategies. We practiced mindful eating. We did some breathing
exercises. So, all of that definitely helped me” (female participant, age 48). Similarly,
another participant mentioned having just completed the Mind Flow program, a
mindfulness training program for leaders that includes belly breathing and strategies such
as taking time to decompress between meetings (male participant, age 40). He felt that
the strategies included in the training gave him more balance and allowed him to be more
strategic in his approach to stress management. He stated
I thought it was good for me [but] personally, I go back to what the root causes of
the stress itself is and it's not my inability to cope with the stress. It's the level of
the sheer amount of things that just kind of continue to get piled on your plate. . . .
I feel like I'm kind of stuck with, how do I create a balance where I understand the
urgency of my job and the need to create meaningful change, while
simultaneously understanding I need to bring my best self into this? I can only do
that through having these opportunities to decompress and relax. So yeah, I think
that mindfulness training was really good. It gave me some tangible things. (male
participant, age 40)
Although not all participants had the opportunity to engage in mindfulness
training designed for adults, most had experience with social-emotional learning (SEL)
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programs designed for children. One participant mentioned benefiting from such training,
stating
The focus was for children, right, but you can't help but begin to, after a period of
time of prolonged professional development or immersion in a different way of
thinking, begin to translate that over to other environments. Right, so it hasn't
been explicit, I'll give you that. I believe that there's a space for explicit training in
working with adults and with oneself. (male participant, age 54)
Pre-Covid-19 Professional Development on Managing the Emotional Needs
of Others in Response to Stressful Situations. Participants were asked if they had
attended professional development training prior to the Covid-19 pandemic that helped
them manage the emotional needs of their staff, students, and communities. In response,
three (25%) participants stated that they had not attended training that was helpful in
managing the emotional needs of their communities prior to the pandemic and two (17%)
participants did not answer the question directly; however, most (58%) stated that they
had attended training that was helpful. Participants mentioned several programs, such as
RULER, a school-wide SEL program, as well as training on trauma-informed care and
training that focused on building a positive school culture. One participant mentioned
several books he had found helpful, including School Culture by Design by Phil Boyte,
Eyes on Culture: Multiply Excellence in Your School by Jimmy Casas, and Lead like a
PIRATE: Make School Amazing for Your Students and Staff by Shelley Burgess and Beth
Houf. When referring to the benefits he found from reading the latter book, the
participant made it clear that he found the training helpful, stating, “I think that
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professional development helped me as much, or more, than anything, going into this
year with Covid-19: how to take care of our staff, how to listen to our staff, how to
empower staff” (male participant, age 53).
In addition to specific professional development training and resources, some
principals referred to overall emotional intelligence skills, which they may have
developed directly or indirectly because of training, that contributed to positive
outcomes. One principal reflected on her response to recognizing the social-emotional
needs of her students, stating
It just was a no brainer to me when the pandemic hit to know that we had to figure
out how to get kids food, how to get them devices, and how to really support the
loss and trauma that they were experiencing by losing their social connections and
by having to become responsible for their younger siblings, [something that] had
existed before but was amplified by the pandemic. (female participant, age 47)
Likewise, several participants emphasized the importance of relationship building. One
principal discussed how she had the support of her teachers, which helped her engage in
collaborative decision-making processes that brought her staff together (female
participant, age 52). Another principal stated
From the beginning, it has been a team approach, and I think that team approach
has been key. . . . I think, because we did it together and we're in it together, that's
what made all the difference. There was no program or anything other than we've
got each other's backs and we're going to help each other. (female participant, age
48)
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Although it would have been very difficult to predict the effects of the pandemic,
and although the principals interviewed felt largely unprepared, it seems that the systems
in place pre-Covid-19 that provided opportunities to develop their emotional intelligence
skills also proved helpful to several of the participants in managing the emotions and
stress of their students and staff during the pandemic.
Post-Covid-19 Professional Development on Managing Stress and Emotions
in Response to the School Closures. While most participants attended professional
development that they found helpful prior to the pandemic, fewer participants (42%)
reported attending professional development that they found helpful after the pandemic
began. Five (42%) of the participants stated that they did not receive any professional
development training after the pandemic began. One participant explained that his district
supported schools during the pandemic by being responsive to the needs of the
community, being transparent with school leaders about what they could and could not
accomplish, and giving schools the autonomy to shift their resources as needed to support
students and families, but not by providing training opportunities. He stated, “I don't
know that [the district has] had the ability to put out PD in this environment. I also know
we wouldn't engage in it—just there's so much going on” (male participant, age 42).
Although some districts did not have the ability to provide professional
development during the pandemic, several districts and outside agencies did provide
training opportunities. Four (33%) participants reported participating in formal programs,
resiliency training, and collaboration spaces that were set up for principals to share best
practices and discuss what was going on in their schools during the pandemic. For
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example, the Linn Benton Lincoln Education Service District offered resiliency training
that one participant found helpful. She stated “internalizing so much of the stress isn't
really moving me to a positive place. That doesn't mean that I’m immune to it. Certainly,
there are days where I’m like ‘I cannot do this,’ but obviously I’m going to get up the
next time and do it” (female participant, age 52). As a result, she sought out training to
help build resilience both personally and within her staff. She also reported collaborating
with colleagues, stating, “we had elementary principal talking hours, where principals
could talk through specific issues or concerns.” Although her school was the only school
providing in-person instruction in the region during that time, and she spent more time
providing support than receiving it, she found the talking hours helpful, explaining that
“just being able to describe helped me think through how to do things effectively and
efficiently.”
The participants who reported taking part in formal professional development
programs during the pandemic mentioned two specific programs: RULER and Outward
Mindset. RULER is a schoolwide SEL program that was created at Yale University’s
Center for Emotional Intelligence in 2005 to help students, educators, and administrators
of all ages experience more success by Recognizing, Understanding, Labeling,
Expressing, and Regulating emotions in mindful ways (RULER, 2021). One participant
explained that her district’s efforts were primarily
around healing, around kind of acknowledging the loss that students, and really
the world in general, [was] experiencing because of Covid . . . [as well as]
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work[ing] on adult SEL as a way to be more present in a more positive way with
students. (female participant, age 47)
The Outward Mindset program, initiated by the Arbinger Institute in 1979 (Arbinger
Institute, n.d.), was mentioned by one participant as being very helpful because “it helps
you to set your fears and concerns aside and look from a different point of view outside
yourself” (female participant, age 48). The program—which uses self-awareness, mindset
change, accountability, and collaboration tools to help leaders and their employees
develop an outward focus—is based on 45 years of research and has been used globally
for more than 35 years to target the needs of a variety of stakeholders (Arbinger Institute,
2016, n.d.).
Principal Need
The interviews included one question regarding the types of preparation and/or
professional development training that principals felt could have helped them prepare
better for managing the emotions and stress caused by the political unrest and social
changes they experienced during the 2020–2021 school year. All participants related
having needs that went unmet and areas for improvement in how they responded to the
challenges that they faced. Most of the participants (92%) mentioned training they felt
would have been helpful prior to or during the pandemic, with one (8%) participant
focusing their answer to this question primarily on systems that needed improved but not
clarifying whether training would have been helpful. All participants mentioned a variety
of activities, programs, and tools that they felt would have been helpful to them as they
managed both their own emotions and stress, as well as the emotions and stress of others.
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One theme that emerged was the need to connect with other leaders who were
having similar experiences. Several participants discussed the value of partnerships they
had formed with other principals during the pandemic and mentioned the need for
administrator support groups to get together and talk about their experiences. One
participant suggested that mentorship programs would be helpful so that principals could
engage in weekly meetings that would allow them to talk about their experiences (male
participant, age 37). He discussed struggling significantly with stress management as a
new principal and developing ulcers as a result. He stated, somewhat jokingly, that “all
the first-year administrators should have a psychologist that they have to go to. . . . There
needs to be something to address the social-emotional stress that administrators go
through” (male participant, age 37). Lastly, a participant, who had attended an online
principal preparation program, mentioned the value of the cohort model and staying
connected to one’s classmates, which was something that he felt his program had lacked
(male participant, age 42).
The need for skills in strategic communication was another common theme that
emerged from the interviews. One principal stated
we can communicate the hell out of everything that we want to do, but not
everybody reads what we put out, and there's often too much information put out,
and people become desensitized to it, and so we have to be really careful in how
we communicate. (male participant, age 56)
Another principal discussed how ill-prepared she felt to deal with the political
polarization that she saw in her building, saying
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I would have liked to have had a little more training or preparation, a few
sentence stems, so that staff members felt that I heard them. It didn't matter if I
agreed or disagreed—that wasn't even the issue—but that they felt more heard.
(female participant, age 52)
Opportunities to evaluate case studies and role play were also mentioned specifically as
potentially helpful tools for communication. One principal recalled doing role plays and
case studies in his preparation program and finding them helpful, although he recognized
that it would have been difficult to plan either activity in a way that could prepare anyone
for anything “as farfetched and crazy as a global pandemic” (male participant, age 53).
Similarly, several principals mentioned the need for training on basic leadership
practices, such as being transparent, being collaborative, empowering others, staying
calm, being patient, remaining flexible, and forecasting. On the importance of staying
calm, one participant remarked, “If I’m elevated as a principal, I’ll have elevated staff. If
I’m calm as a principal, I’m able to help calm those around me as well, and I think that
was very, very big for this school year” (male participant, age 53). Another participant
discussed the importance of developing strong leadership skills:
I’ve never seen something go terribly wrong because of the content. I’ve seen
things go terribly wrong because of lack of the leadership. . . . [but] we don't
allow for future administrators to sit down and actually process: ‘what's my
leadership style? What is going to work? How do I fill the gaps?’ (male
participant, age 42)
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Focusing on how reactive he felt administrators were during the pandemic, another
participant said, “there's not a great deal of forecasting that goes on—there's a lot of
reacting and, you know, back casting” (male participant, age 56). He suggested creating
an inventory of systems and practices so that educators could focus on what was essential
to continue doing during the pandemic:
Could we have predicted that students were going to disconnect? Could we have
predicted that they were going to struggle emotionally? We predicted that they
were going to struggle academically. And then, what were some things that we
were absolutely going to do so that we could keep them connected to school and
teaching and learning? And then what were some things that we knew we
wouldn't be able to continue doing and how were we going to manage those?
(male participant, age 56)
Lastly, most principals recognized that the social-emotional needs of both
students and staff were elevated. Several participants mentioned the need for training on
how to care for oneself and others. One principal stated, “I think there definitely could be
more room for professional development specifically around demonstrating grace”
(female participant, age 42). Furthermore, several principals had to deal with multiple
suicides in their communities. Four (33%) mentioned that it would have been helpful to
have had more training on mental health, such as anxiety, stress, depression, and suicide
prevention. One participant mentioned having been fortunate to have had social workers
at her school who helped her better understand and manage the mental health needs of
her staff, students, and families, a support system that she had not always had in her
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previous schools (female participant, age 47). Another reflected on the time and energy
most schools put into active shooter drills, stating, “I believe we could do more by
diverting some of the energy, resources, and time that we devote to atrocious acts of
violence . . . to the day-to-day anxiety and stress and depression that our youth
experience” (male participant, age 54).
Document Review
I used a document review process to gather additional information on how the
characteristics of specific programs and activities mentioned by the participants intersect
with the emotional intelligence skills explored in this research. I reviewed books and
websites that discussed the frameworks mentioned and used a priori coding to identify
elements that aligned with the four emotional intelligence clusters (Goleman et al., 2001,
2013). Table 4.15 displays the emotional intelligence clusters that were included in the
programs and frameworks mentioned by the Phase 2 participants. All of the frameworks
included the social awareness and relationship management clusters in some capacity. In
addition, 10 of the 16 frameworks included the self-management cluster along with the
social awareness and relationship management clusters, and nine of the frameworks
included all four emotional intelligence clusters. Although self-awareness is included in
most of the programs and frameworks, the focus is often on others rather than oneself.
For instance, many of the programs focus on using self-awareness to improve
interpersonal relationships, rather than to engage in self-care practices designed to
improve one’s personal outlook or to meet inward-facing objectives, such as managing
one’s own stress and burnout. Only five of the frameworks directly address self-care:
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Building Resilience, Peace in Schools, Mindflow, Mindful Leader, and RULER. Of these
five frameworks, Building Resilience, Mindful Leader, and RULER are the only
frameworks that include both self-care and all four emotional intelligence clusters, with
RULER having the most complete model that addresses emotional intelligence at the
student, staff, and administrator levels.
Table 4.15
EI Included in the Programs & Frameworks That Emerged in Phase 2
Programs and Activities
Building Resiliencea
Collaborative Problem Solvingb
Creating Positive School Culturesc
Crisis Prevention / De Escalationd
Culturally Responsive Leadershipe
Emergency Responsef
Futures Without Violenceg
Having Hard Conversationsh
Love Languagesi
Mindflowj
Mindful Leaderk
Outward Mindsetl
Peace in Schoolsm
Restorative Practicesn
RULERo
Trauma Informed Carep

Numberq
3
1
2
1
2
1
1
1
1
1
1
1
1
1
2
7

SelfSelfSocial
Relationship
Awareness Management Awareness Management
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x

Notes. aNewman (2016); bOECD (2017); cPaschall (2020); dCrisis Prevention Institute (2020);
e

Khalifa et al. (2016); fMultnomah Education Service District (2018); gFurtures Without Violence

(2021); hAbrams (2009); iLawrimore (2021); jMindflow (2019); kMindful Leader (2019); lArbinger
Institute (2016); mPeace in Schools (n.d.); nInternational Institute for Restorative Practices (2021);
o

RULER (2021); pTrauma Informed Oregon (2021); qThe Number column includes the number of

participants who mentioned the program or framework. EI = Emotional Intelligence.
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Limitations of the Study
There were several limitations to this study discovered during the data collection
and analysis phases. First, after piloting my survey with several principals and
colleagues, I found that I needed to streamline the original survey to respect the
abnormally high stress levels that most principals were experiencing because of the
turbulence and challenges of the 2020–2021 school year. I had originally planned to use
individual 5-point Likert scale questions to gather information about the emotional
intelligence skills that were included in the principal preparation and professional
development programs and activities that the participants had experienced; however, this
resulted in a 25-minute survey, which I was advised would likely lead to low rates of full
participation. Therefore, to provide a survey with an estimated completion time under 10
minutes, I reduced my 5-point scales to 3-point scales and created multi-part questions
that were displayed as tables.
These changes significantly reduced the amount of reading for participants and
the time required to fill out the survey; however, the changes also created several
problems. Given only three options, the answers to the questions were less accurate. For
example, instead of asking the participants: Did your preparation program include
training in the following self-management skill: adapting to change? with yes, no, and
unsure as response options, I had originally planned to ask: To what degree do you agree
or disagree with the following statement: my preparation program included training
regarding adapting to change with strongly agree, agree, neither agree nor disagree,
disagree, and strongly disagree as response options.
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I had also originally planned to use skip logic in the survey, which would skip
questions when the participants responded to the first part of the question with strongly
disagree, disagree, and neither agree nor disagree. By adding the tables to streamline the
reading required to complete the survey, I was not able to skip follow-up questions that
did not apply to those participants, which led to incorrect answers by some participants.
For example, several participants marked no when asked if their preparation program
included training on specific skills but then indicated that the training they had received
was helpful in the second part of the question. I corrected these errors manually; however,
the potential for mismatched answers added some confusion to my data analysis
procedures and may have added noise to the results.
Second, despite my efforts to streamline the survey to recruit more participants, I
was unable to recruit the recommended number of participants for survey sample sizes. I
had hoped to recruit a minimum of 300 participants, as recommended by Bartlett et al.
(2001); however, I was only able to recruit only 117 participants. Unfortunately, the
dataset was further reduced by exclusions, resulting in a final dataset of 69 participants
for the professional development questions and 77 participants for the principal
preparation questions. The small sample size reduced the power of the statistical model
chosen, as well as the generalizability of the results.
Third, the two skills that directly addressed stress and emotions related to the
Covid-19 pandemic added variability to the data. As I was assessing the descriptive
statistics, I noticed that the standard deviations were quite large when I grouped all 15
emotional intelligence skills into the self-awareness, self-management, social awareness,
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and relationship management clusters, particularly when assessing the availability of
training and the helpfulness of the training that principals had received. This variability
suggests that the Covid-19 questions may have added confusion for the participants.
Some participants may have correctly understood the questions to be asking about
training that would have helped them manage both their responses and the responses of
others to Covid-19, whereas other participants may have misunderstood the questions to
be asking if they received training specifically for Covid-19, something that would have
been nearly impossible regarding principal preparation training because of the timing of
the survey. I had hoped to draw some conclusions about the availability, helpfulness, and
need for training in the four emotional intelligence clusters, but I was concerned that the
high degree of variability had the potential to obscure the significance of the results.
Therefore, because the Covid-19-related skills seemed problematic, and because each of
the Covid-19-related skills included components of other emotional intelligence skills
that were already being explored, I did not include the two Covid-19-related skills when I
ran the ordinal logistic regressions for each emotional intelligence skill. I did, however,
continue graphing the results both by the 15 individual emotional intelligence skills and
by the four clusters—which I found helpful for noticing trends in the data—but because
of the variation, I was unable to make any conclusions based on the data demonstrated by
the clusters. Interestingly, when the principals were asked about their needs for training,
most principals agreed that there was a need for training in all of the emotional
intelligence skills, including the Covid-19-related skills; therefore, when analyzing need,
there was considerably less variation in the clusters.
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Finally, the data from the ordinal logistic regressions could not be used reliably to
assess the relationship of the independent variables with all dependent variables. The
independent variables passed multicollinearity testing, all but one of the dependent
variables met the assumption of proportional odds (recognizing the collective mood in a
room), and the deviance goodness-of-fit test indicated that the model was a good fit for
all the variables. Yet there may have been separation of the data and the final model did
not predict the dependent variable over and above the intercept-only model for six of the
13 dependent variables, including three of the five variables that were approaching
statistical significance.
Summary
This study used an explanatory sequential mixed methods design to explore how
the principal preparation and professional development programs available to principals
in Oregon have supported their needs for the development of emotional intelligence
skills. Data were collected in two phases: a quantitative phase and a qualitative phase.
The quantitative data collected from the survey instrument were analyzed using
differential and inferential statistics. The qualitative data collected from semi-structured
interviews and the document review process were then analyzed using a priori coding.
Results indicated that emotional intelligence skills are included to some degree in
principal preparation and professional development programs and that most principals see
a need for the inclusion of emotional intelligence training opportunities; however, there
may be some differences in perceptions of need based on the individual characteristics of
the principals and the contexts in which they lead. Furthermore, analysis of the results
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indicated that there were several limitations related to the survey design, sample size, and
variability in the data.
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Chapter 5: Discussion
Introduction
Student success requires strong communities and strong school systems but
increasing demands on educators are leading to high rates of burnout and weakening the
support structures that provide a foundation for student success (Bottiani et al., 2019;
Levin & Bradley, 2019; Ouellette et al., 2018). Evidence suggests that organizational
health is the strongest predictor of reducing teacher stress (Ouellette et al., 2018),
indicating that teacher success depends largely on the climate of the school and the
leadership of the school’s principal (Eddy et al., 2019; Ouellette et al., 2018). However,
research also shows that principals experience extremely high levels of stress that often
lead to attrition (Bartanen et al., 2019; Grissom & Bartanen, 2019; Levin & Bradley,
2019). The high rates of burnout and turnover among principals present an alarming trend
because multi-year school improvement initiatives benefit from stable leadership and
school districts need to retain effective principals to ensure teacher and student
success (Bartanen et al., 2019; Levin & Bradley, 2019; Levin et al., 2019; Pietsch et al.,
2020).
Fortunately, research indicates that the development of emotional intelligence
skills can help strengthen resilience against stress and burnout (Anthony-McMann et al.,
2017; Haghighi & Gerber, 2019; Schutte & Loi, 2014), but very little attention has been
devoted to helping K–12 principals develop emotional intelligence (Herman et al., 2020a,
2020b). Student-based social-emotional learning (SEL) programs have been implemented
in most K–12 schools (Yettick, 2018), and, recently, programs that target the emotional
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health of teachers have emerged (Jennings et al., 2011; Schonert-Reichl, 2017); however,
the needs of educational leaders, such as K–12 principals, have been largely ignored,
despite the extreme pressure and chronic stress they often endure (Sanchez et al., 2019;
Wallace Foundation, 2016).
This study sought to understand the degree to which the preparation and
professional development opportunities available to K–12 principals in Oregon have
included emotional intelligence; how the inclusion of emotional intelligence relates to the
success of such programs in supporting the needs of practicing principals; and the ways
in which the individual characteristics of the principals, and the contexts in which they
lead, may influence their need for the development of emotional intelligence. The main
purpose of this research was to understand how training in emotional intelligence and
resonant leadership practices can be used to develop protective resources that may help
principals manage the many stressors they face, especially in light of the challenges they
have been experiencing recently due to the Covid-19 pandemic and a heightened social
and political environment.
Summary of Key Findings
No one was prepared for Covid-19; however, there were some support structures
in place in the state of Oregon that help principals use emotional intelligence and
resonant leadership practices to manage their own and others’ emotional needs during
crises, such as the pandemic. This section explores how the preparation and professional
development opportunities available to K–12 principals in Oregon helped support their

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

229

needs for development of emotional intelligence skills. I discuss the key findings
discovered in the data addressing the research questions that were posed in the study.
RQ1: How do the perceptions of K–12 principals in Oregon regarding their needs for
the development of emotional intelligence skills vary based on their individual
characteristics and the contexts in which they lead?
The survey data indicate that principals in Oregon need training in all of the
emotional intelligence skills that were explored to respond to the challenges and
uncertainties of their positions. When asked for specific examples regarding the types of
training that principals felt could have helped them prepare better for managing the
emotions and stress caused by the political unrest and social changes they experienced
during the 2020–2021 pandemic, most participants mentioned training that included selfawareness skills that would allow them to recognize their own strengths, weaknesses, and
needs; self-management skills that would allow them to use strategies to stay calm,
flexible, and patient while managing constant change and stress; social awareness skills
that would allow them to recognize the needs of others, including those who have been
affected by trauma and those who are suffering from mental health issues; and
relationship management skills that would allow them to manage change effectively,
build trust, and empower others. These observations are supported by previous research
that indicates that emotional intelligence is a necessary component of exceptional
leadership (Boyatzis & McKee, 2005; Bradberry & Greaves, 2012; Goleman, 1997;
Goleman & Boyatzis, 2008; Goleman et al., 2001, 2013).
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Although the ordinal logistic regressions used to analyze the survey data indicated
that the need for the development of emotional intelligence skills did not vary in a
statistically significant way based on most of the individual characteristics and contexts
in which the principals led, there were several trends observed in the data. First, there
appeared to be a relationship between gender and perceptions of need for emotional
intelligence training. When male perceptions of need and female perceptions of need
were compared, female perceptions of need were 7.0–33.4% higher in all of the
emotional intelligence clusters and skills that were explored, with the most remarkable
differences seen in managing one’s emotional responses to Covid-19, managing the
effects of Covid-19 on others, understanding how emotions affect others, recognizing the
unstated feelings and emotions of others, and recognizing the collective mood in a room.
Furthermore, I found through ordinal logistic regression analysis that females
were statistically significantly more likely than males to express need for social
awareness skills that allow them to recognize the unstated feelings and emotions of others
and that females may have been more likely than males to express a need for skills that
allow them to recognize the collective mood in a room (results were approaching
statistical significance). While there were other results that were approaching statistical
significance, the results of the ordinal logistic regression were uncertain for those skill
areas (understanding political forces, understanding how others influence one’s
emotions, and encouraging trust) because the final model did not predict those skill areas
at a greater rate than the intercept-only model.
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There could be several reasons for the differences noted between female and male
principals. It is possible that the male principals were more confident in their emotional
intelligence skills than female principals and, therefore, saw less need for training. It is
also possible that male principals saw less value in developing emotional intelligence
skills. Current research on the relationship between gender and emotional intelligence is
unclear, with some researchers finding that emotional intelligence is influenced by gender
(Martínez-Marín et al., 2021) and other researchers finding that it is not (Meshkat &
Nejati, 2017). However, this research examined perceptions of need for emotional
intelligence training, which does not appear to have been addressed by previous research,
presenting an interesting avenue for future research.
There were no other statistically significant differences in the individual
characteristics and contexts of the principals; however, there were several other trends
that appeared in the data. In general, younger principals report higher perceptions of need
for training than older principals, principals of color report higher perceptions of need for
training than White/Caucasian principals, elementary principals report higher perceptions
of need than middle/junior-high and high-school principals, and principals working at
schools with low levels of student need report lower levels of need for training than
principals working at average-need and high-need schools. These differences in
perceptions of need indicate that individual characteristics and contexts likely do
influence a principal’s perceptions of need for emotional intelligence training to some
extent, and that the training offered to principals may need to be tailored to meet their
specific needs.
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It would be difficult to individualize the training offered by preparation programs;
however, it may be possible to tailor professional development programs to the needs of
specific populations of principals or the contexts of the schools in which they work, and
this is already being done to some extent (e.g. COSA’s New Principal Academy).
Furthermore, many principals already select the professional development activities they
attend based on their individual needs; however, principals may not be aware of all of the
available options, and they may not be able to find options to meet their needs.
Regardless, it is clear from the results of this study that Oregon principals see the need
for training in all four of the emotional intelligence clusters (Goleman et al., 2001, 2013),
yet preparation and professional development programs for school leaders rarely
incorporate all four emotional intelligence clusters, as demonstrated by this, and previous,
research (Sanchez et al., 2019).
RQ2: How do K–12 principals in Oregon perceive that their preparation and
professional development programs have supported the development of emotional
intelligence skills?
Nearly all participants who reported attending professional development that
included emotional intelligence training reported higher rates of helpfulness for their
professional development programs than they reported for their preparation programs.
The interviews showed similar trends. Most participants indicated that their preparation
programs did not support the development of emotional intelligence skills that would
have prepared them to manage widespread political and social changes, build resilience
to stress and burnout, or manage the emotional needs of others in response to stressful
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situations; whereas most participants indicated that the professional development
programs and activities that they had participated in did, in fact, help them develop
emotional intelligence skills that were helpful in these areas.
The participants had taken part in a wide variety of preparation and professional
development programs and activities. Participants reported having the opportunity to
attend up to 20 professional development programs and activities per year, and 60% of
the participants had attended both a preliminary and professional administrator licensure
program. Participants reported that their preparation programs lacked most of the
emotional intelligence skills that were explored in this research but included some
emotional skills, such as adapting to change, managing change effectively, managing
conflict effectively, and encouraging trust and collaboration. When participants reported
that their preparation programs included training on emotional intelligence, most also
reported finding that training helpful in all of the skills that were explored, with the
exceptions of managing one’s own emotional responses to Covid-19 and managing the
effects of Covid-19 on others. It is likely that participants reported that the Covid-19related training was unhelpful because Covid-19 presents a wicked problem (Cavins,
2021) that is impossible to prepare for, given its unprecedented and incredibly complex
nature.
In most cases, the professional development programs that participants attended
included more emotional intelligence skills than the preparation programs they had
attended. However, by and large, the professional development programs and activities
understandably did not include the two Covid-19 related skills, nor did they include any
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social awareness skills, and very few self-awareness skills. Although lack of access to
professional development with an explicit focus on social awareness and self-awareness
skills may have been a problem, this does not indicate that programs that target the
development of self-awareness and social awareness do not exist. There may be programs
available that participants chose not to attend or programs of which the participants were
unaware.
The fact that most participants attended training that focused on self-management
and relationship management rather than self-awareness and social awareness may reflect
an important missing link in emotional intelligence skills. Self-awareness and social
awareness are foundational skills that aid in the development of the self-management and
relationship management skills (Bradberry & Greaves, 2012; Goleman et al., 2001,
2013). It is difficult to prevent one’s emotions from affecting others if one does not
understand how one’s emotions affect others, just as it is difficult to support the
emotional needs of others without the ability to recognize unstated feelings and emotions.
However, it is possible, for example, that some participants may have received training
that helped them develop specific relationship management skills, such as encouraging
trust and collaboration without understanding how their own and others’ emotions factor
into the process of building trust.
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RQ3: How do K–12 principals in Oregon perceive their preparation and professional
development programs to have prepared them to manage the stress and emotions
caused by Covid-19 and other challenges?
In general, principals indicated that their preparation and professional
development programs did not adequately prepare them to manage the stress and
emotions of their positions during the pandemic; however, there were aspects of the
programs that helped them in many ways. Their preparation programs were especially
helpful in teaching some participants to adapt to change, to manage change effectively, to
encourage trust and collaboration in their organizations, to manage conflict effectively,
and to understand the political forces at work, while their professional development
programs were especially helpful in teaching some participants to understand how they
react to emotions, to manage and cope with stress, and to support the emotional needs of
others. Yet, most of the participants reported having received no training in most of the
emotional intelligence skills, while seeing a need for training in all of them.
Furthermore, the interviews revealed that stress levels were extreme during the
2020–2021 school year and principals were not adequately prepared to manage the stress
and emotions they encountered. One participant stated, “during this time of so much
stress and so much uncertainty, I think that for a lot of administrators, there hasn’t felt
like there is room to breathe.” Another stated “the building feels like it’s constantly on
fire to me.” Additionally, several principals mentioned considering leaving their position
as a principal and returning to the classroom, resigning, or retiring early. Interestingly,
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self-care was mentioned by close to 60% of the principals as an area of need to help them
manage the stress and burnout many of them were experiencing.
RQ4: How do the principal preparation and professional development themes exposed
in the principal interviews and document review process explain the results from the
initial quantitative phase of the study?
The strength of the mixed method study design lies in its ability to develop a deep
understanding of the issues explored. In the context of this research, the surveys
conducted during Phase 1 gathered the general perspectives of principals in Oregon
regarding the need for training in 15 emotional intelligence skills, how these skills have
been included in principal preparation and professional development programs, and how
the individual characteristics and contexts of the principals may have affected their
perceived needs. This information provided a framework with which to understand the
general needs of principals in Oregon, but very few details regarding the pressures that
principals were facing and the programs and activities that were most helpful to them.
The principal interviews and document review process allowed me to dig deeper to better
understand the needs of principals and the contexts in which they were working, to
situate the importance of emotional intelligence training in the larger socio-political
context of the 2020–2021 Covid-19 pandemic, to expose specific programs that have
been available in Oregon, many of which were not identified during the literature review
process, and to understand which aspects of the programs and activities were most
helpful to the participants.
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Implications
Although Covid-19 is a wicked problem that cannot be easily solved, it has
provided educational leaders and policy makers with a unique opportunity to look at what
has been most helpful to administrators in this heightened context. Research suggests that
the development of emotional intelligence and resonant leadership practices fosters
protective factors that can help principals manage the many stressors they face (Bakker &
Demerouti, 2014, 2017; Boyatzis & McKee, 2005; Goleman et al., 2001). As Goleman et
al. (2001) explain, resonance is especially important in the face of chaos and turbulence
because resonant leaders can
mov[e] people—powerfully, passionately, and purposefully… while managing
the inevitable sacrifices inherent in their roles. They give of themselves in the
service of the cause, but they also care for themselves, engaging in renewal to
ensure they can sustain resonance over time. (Boyatzis & McKee, 2005, p. 2)
Principals reported untenable amounts of stress both before and during the
pandemic. Boyatzis and McKee (2005) explain that when leaders sacrifice too much for
too long, they become dissonant and they burn out; therefore, they explain, it is essential
for leaders to engage in regular renewal by practicing mindfulness, hope, and
compassion. Likewise, Bakker and Demerouti’s (2014, 2017) JD-R theory explains that
burnout is most likely to occur when job resources are low and job demands are high. Job
resources, or protective occupational factors, however, can be used to buffer the negative
effects of destructive occupational factors, thereby decreasing stress and increasing job
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satisfaction. Emotional intelligence is a job resource that can be used to improve the
ability of principals to cope with and bounce back from stress and burnout.
Overall, principals indicated that the need they see for emotional intelligence
training is not being fully addressed by the principal preparation and professional
development programs offered in Oregon. When principals had the chance to attend
training that supported the development of emotional intelligence skills, they found it
helpful, and there were several aspects of some of the programs they attended that helped
support their needs during the pandemic. The literature review, interviews, and document
review process, however, only found one program that includes all four clusters of
emotional intelligence, as well as an emphasis on resonant leadership practices: RULER,
which is only used by a handful of school districts post-licensure. Therefore, it is evident
that training in emotional intelligence and resonant leadership practices needs to be
integrated more consistently in principal preparation programs and made more readily
available after licensure. Furthermore, more comprehensive programs that include all
four emotional intelligence clusters within a framework of resonant leadership need to be
developed and validated by research.
Recommendations for Future Research
First, I recommend exploring which professional development programs and
activities are most effective at reducing stress and burnout in K–12 principals, as there is
a continued and growing need at all levels of the K–12 system. Additionally, this research
illuminated some trends that should be explored further with larger sample sizes that have
the potential to yield more statistically significant results. I recommend exploring if and
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why (a) female principals have higher perceptions of need for training in emotional
intelligence than male principals; (b) younger principals have higher perceptions of need
than older principals for training in emotional intelligence skills; (c) principals of color
have higher perceptions of need than White/Caucasian principals for training in
emotional intelligence skills; (d) elementary principals have higher perceptions of need
for training in emotional intelligence skills than principals at middle/junior high and high
schools; and (e) principals at low-need schools have lower perceptions of need than
principals at average-need and high-need schools.
Recommendations for Training
Prior to this research, it was not clear how principal preparation and professional
development programs designed for educational leaders in Oregon, such as K–12
principals, were providing opportunities for the development of emotional intelligence.
Nor was it clear which dimensions of emotional intelligence needed to be included in
preparation and professional development activities to adequately support principals. The
data collected in this study indicate that there are preparation and professional
development programs that have been providing training designed to improve the
emotional intelligence of principals in Oregon; however, the training that has been
available has not consistently targeted all of the emotional intelligence skills required by
principals in sufficient depth to meet their needs, nor has the effectiveness of all training
programs been determined.
Therefore, I recommend that individuals responsible for the design of principal
preparation programs ensure that training in all the dimensions of emotional intelligence
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is integrated into their preparation programs, with an emphasis on including techniques
for managing stress, maintaining resonance, and understanding trauma. Additionally, as
supported by previous research, I recommend that university decision makers form strong
partnerships with school districts (Campanotta et al., 2018; Sanchez et al., 2019; Sutcher
et al., 2017; Wallace Foundation, 2016); align principal preparation with the daily work
of principals (Wallace Foundation, 2016); use cohort models, mentorship programs, and
other methods that include opportunities for principals to discuss their experiences and
build professional learning communities (Campanotta et al., 2018; Goode, 2019; Hipp &
Weber, 2008; Sutcher et al., 2017); and include opportunities for experiential learning
through role play and clinical experiences (Campanotta et al., 2018; Goode, 2019;
Sutcher et al., 2017; Wallace Foundation, 2016).
My recommendations for professional development are similar to those for
preparation programs. Although the professional development programs that principals
mentioned attending included training in more emotional intelligence skills than their
preparation programs, principals indicated that they received little training in most skills,
and the training they did receive did not adequately prepare them to manage the stress
and emotions of their positions. Therefore, I recommend that decision makers ensure that
training in all the dimensions of emotional intelligence is made available, especially
training that includes techniques for managing stress and maintaining resonance.
Additionally, I recommend using a comprehensive framework, such as the RAND
Corporation’s professional learning logic model, to design professional development
opportunities that align program content and structure with both the needs of individual

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

241

principals—depending on experience level and the context in which they lead—and
evidence-based practices. Lastly, it also may be beneficial to include more
comprehensive emergency action disaster preparedness training in preparation programs
and district-level professional development trainings to prepare for the challenges of
traumatic events, such as the Covid-19 pandemic and the wildfires experienced in Oregon
during the 2020–2021 school year.
These recommendations have the potential to benefit the K–12 educational system
at multiple levels and inform a variety of decision makers, including district-level policy
makers; individuals, organizations, and post-secondary institutions involved in the
preparation and professional development of principals; researchers interested in the
topics of emotional intelligence, leadership, stress, and burnout in K–12 education; as
well as K–12 administrators, teachers, students, and communities interested in improving
school climate, decreasing turnover, and increasing student achievement.
Summary
The main purpose of this research was to understand how training in emotional
intelligence and resonant leadership practices can be used to develop protective
occupational factors that can help principals manage the many stressors they face.
Exploring this topic in the context of the challenges and uncertainties K–12 principals
have been experiencing recently because of the unprecedented Covid-19 pandemic and a
heightened social and political environment provided an opportunity to identify the level
to which emotional intelligence skills training has been helpful to principals during the
pandemic. Although the pandemic has created unusual demands on leadership,
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understanding the prevalence and perceived effectiveness of emotional intelligence
training during a time of extreme stress can, potentially, inform priorities around
preparing and developing principals for the high levels of stress they regularly
experience, as well as future stress they may experience in periods of heightened social
and political tensions. Reducing burnout and turnover in principals will likely help
cultivate a positive school climate, improve teacher outcomes, and support the school
improvement efforts that will eventually improve student outcomes. I hope the
recommendations provided here will catalyze movement toward a stronger focus on the
development of emotional intelligence skills through the preparation and professional
development opportunities available to K–12 principals in Oregon.
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Appendix A: Recruitment Email Templates
Principal Email #1
Subject: Interested in helping prevent stress and burnout in education?
Dear Principal __________,
Please take this 7-minute survey to provide feedback on how your principal preparation
and professional development program(s) have helped you cope with and manage the
emotional needs and stress caused by Covid-19 and other challenges. the emotional needs
and stress caused by Covid-19 and other challenges.
As an incentive for participation, the first 50 respondents will receive free access to
the Maslach Burnout Inventory: Educator’s Survey with a detailed individual
report and recommendations for managing stress and burnout (a $15 value).
Click on the following link to take the survey:
https://portlandstate.qualtrics.com/jfe/form/SV_5A9jWxQGtimnF30
The results of this study have the potential to benefit district-level policy makers
interested in improving the quality of professional development programs for school
leaders; individuals, organizations, and post-secondary institutions involved in the
preparation of principals; and K-12 administrators, teachers, students, and communities
interested in the importance of emotional intelligence and stress management for
improving school climate, decreasing turnover, and increasing student achievement.
Click here for a brief overview of the research and/or here for more in-depth
information.
Please contact me if you have any questions or concerns.
Sincerely,
Ashlie K. Miller, MEd, MA, EdD Candidate
Educational Leadership and Policy
College of Education

For more information about my research, click here
Email: asmiller@pdx.edu
Cell: ###-###-####
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Principal Email #2
Subject: INVITATION REMINDER: Please don’t forget to participate!
Dear Principal __________,
If you haven’t already taken the survey regarding how your principal preparation and
professional development programs have helped you cope with and manage the
emotional needs and stress caused by Covid-19 and other challenges, there is still time to
participate!
I know that your time is valuable, but your input can make a difference! I would be
very grateful for your input.
Please click on the following link to take the survey: [link to consent form and survey
here]
The survey will only take 7 minutes of your time. You can find more detailed
information about the study in the attached flyer and by going here.
As a reminder, the first 50 respondents get free access to the Maslach Burnout
Inventory: Educator’s Survey with detailed individual reports and
recommendations for managing stress and burnout (a $15 value).
Please let me know if you have any questions or concerns.
Sincerely,
Ashlie K. Miller, MEd, MA, EdD Candidate
Educational Leadership and Policy
College of Education

For more information about my research, click here
Email: asmiller@pdx.edu
Cell: ###-###-####
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Principal Email #3
Subject: LAST CHANCE: Please participate!
Dear Principal __________,
If you haven’t already taken the survey regarding how your principal preparation and
professional development programs have helped you cope with and manage the
emotional needs and stress caused by Covid-19 and other challenges, there is still time to
participate!
I know that your time is valuable, but your input can make a difference! I would be
very grateful for your input.
Please click on the following link to take the survey: [link to consent form and survey
here]
The survey will only take 10-15 minutes of your time. You can find more detailed
information about the study in the attached flyer and by going here.
As a reminder, the first 50 respondents get free access to the Maslach Burnout
Inventory: Educator’s Survey with detailed individual reports and
recommendations for managing stress and burnout (a $15 value).
Please let me know if you have any questions or concerns.
Sincerely,
Ashlie K. Miller, MEd, MA, EdD Candidate
Educational Leadership and Policy
College of Education

For more information about my research, click here
Email: asmiller@pdx.edu
Cell: ###-###-####
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Principal Email #4
Subject: Thank You!
Dear Principal __________,
I want to thank you for taking the time to complete the survey regarding how your
principal preparation and professional development programs have helped you cope with
and manage the emotional needs and stress caused by Covid-19 and other challenges.
Your input is extremely valuable!
If you know any Oregon principals who did not get a chance to take the survey and might
like to participate, please forward the survey link to them.
The survey can still be accessed here: [Link to survey].
Those who are interested can find more detailed information about the study here.
Please let me know if you have any questions or concerns.
Sincerely,
Ashlie K. Miller, MEd, MA, EdD Candidate
Educational Leadership and Policy
College of Education

For more information about my research, click here
Email: asmiller@pdx.edu
Cell: ###-###-####
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Superintendent/District Gatekeeper Email
Subject: Principal Stress and Covid-19
Dear Superintendent/Gatekeeper __________,
I am a doctoral student researcher at Portland State University, and I am interested in
learning more about how we can support K-12 principals during times of stress. I am
conducting a study regarding how the principal preparation program(s) and professional
development opportunities that have been available to K-12 principals in Oregon have
helped them cope with and manage the stress caused by Covid-19 and other challenges.
I would like to ask for your support! Please encourage your principals to participate in
my study. The survey will only take 7 minutes to complete. Survey Link:
https://portlandstate.qualtrics.com/jfe/form/SV_5A9jWxQGtimnF30
Additionally, as an incentive for participation, the first 50 respondents will receive
free access to the Maslach Burnout Inventory with detailed individual reports and
recommendations for managing stress and burnout (a $15 value).
Click on the following link to take the survey: [Link Here]
The results of this study have the potential to benefit district-level policy makers
interested in improving the quality of professional development programs for school
leaders; individuals, organizations, and post-secondary institutions involved in the
preparation of principals; and K-12 administrators, teachers, students, and communities
interested in the importance of emotional intelligence and stress management for
improving school climate, decreasing turnover, and increasing student achievement.
Click here for a brief overview of the research and here for more in-depth information.
Please contact me if you have any questions or concerns.
Sincerely,
Ashlie K. Miller, MEd, MA, EdD Candidate
Educational Leadership and Policy
College of Education

For more information about my research, click here
Email: asmiller@pdx.edu
Cell: ###-###-####
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Appendix F: Interview Protocol & Questions
Project: Emotional Intelligence and Resonant Leadership: Investigating School Principals’ Preparation
and Professional Development in Response to Covid-19 and Other Challenges
Date & Time:

Place: Online via Zoom

Interviewer: Ashlie Miller

Interviewee:

Introduction: I want to thank you for being willing to share your insights with me. The purpose of this
interview is to understand your perceptions regarding how the preparation and professional development
opportunities that you have participated in as a principal have prepared you to manage stress and the
emotions caused by uncertainties and unrest related to Covid-19 and other challenges.
Interview Questions
Part 1 Instructions: The first three questions are related the principal preparation program(s) that you
participated in to obtain your Oregon administrative license(s).
1.

How did your principal preparation program(s) prepare you to manage widespread political and
social changes, such as those caused by the Covid-19 pandemic?

2.

How did your principal preparation program(s) prepare you to manage stress and/or build resilience
to emotional exhaustion and burnout?

3.

How did your principal preparation program(s) prepare you to manage the emotional needs of your
staff, students, and communities in response to stressful situations?

Part 2 Instructions: The next five questions are related to your experiences with professional
development training during your time as a licensed principal in Oregon.
5.
6.

7.

8.

9.

Did you attend any professional development training prior to the school closures that helped you
manage the changes associated with Covid-19? If so, how did the training help you?
Did you attend any professional development training prior to the school closures that helped you
manage stress and/or build resilience to emotional exhaustion and burnout? If so, how did the
training help you?
Did you attend any professional development training prior to the school closures that helped you
manage the emotional needs of your staff, students, and communities in response to stressful
situations? If so, how did the training help you?
Since the Covid-19 pandemic began, have you attended any professional development training
that focused on stress management and/or managing emotions in response to the school
closures? If so, how did the training help you?
What type of training do you think could have helped you prepare better for managing the emotions
and stress caused by widespread political unrest and social changes, such as those caused by the
Covid-19 pandemic?

Conclusion: That concludes my questions. I want to thank you for participating in this interview. When I
finish transcribing the interview, I will request you to review the transcript for accuracy and let me know if
anything needs edited. After you have accepted the transcript and any revisions that need to be made,
the audio recording will be deleted, and your responses will be kept confidential.
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Appendix G: Preliminary Statistical Analysis Results
Table G1
Collinearity Statistics
Independent Variables
Age
Years of experience in education
Years of experience as a principal
Gender = Female
Race/Ethnicity = Black or African American
Race/Ethnicity = Hispanic or Latinx
Race/Ethnicity = More than one race/ethnicity
Level = Middle/Jr High School
Level = High School
Location = Rural
Location = Suburban
Need = Low
Need = High

Tolerance

VIF

.40
.52
.59
.75
.70
.68
.84
.73
.73
.63
.43
.59
.60

2.49
1.92
1.69
1.34
1.44
1.47
1.19
1.37
1.37
1.60
2.32
1.68
1.67

Note. All tolerance values were above 0.1, indicating that there were no problems with collinearity in the
dataset. VIF = Variance Inflation Factor.

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

305

Table G2
Full Likelihood Ratio Tests
Cluster

Dependent Variables (EI Skills)

Self-Awareness

Understanding how one reacts to emotions
Understanding how others influence
emotions
Understanding how emotions affect others
Self-Management Adapting to change
Preventing emotions from affecting others
Managing and coping with stress
Social Awareness Recognizing the unstated emotions of
others
Recognizing the collective mood in a
room
Understanding the political forces at work
Relationship
Supporting the emotional needs of others
Management
Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively

Chi-Square

df

p

0.00
11.67

16
16

1.00
.77

9.94
0.00
6.60
0.00
25.40

16
16
16
16
16

.87
1.00
.98
1.00
.06

26.75

16

.04

12.92
14.11
8.81
13.47
0.00

16
16
16
16
16

.68
.59
.92
.64
1.00

Note. The assumption of proportional odds was met for all dependent variables, as assessed by 13 full
likelihood ratio tests comparing the fit of the proportional odds model to a model with varying location
parameters. EI = emotional intelligence. df = degrees of freedom.
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Table G3
Deviance Goodness-of-Fit Tests
Cluster
Self-Awareness

Dependent Variables (EI Skills)

Understanding how one reacts to emotions
Understanding how others influence
emotions
Understanding how emotions affect others
Self-Management Adapting to change
Preventing emotions from affecting others
Managing and coping with stress
Social Awareness Recognizing the unstated emotions of
others
Recognizing the collective mood in a
room
Understanding the political forces at work
Relationship
Supporting the emotional needs of others
Management
Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively

Chi-Square

df

p

0.01
43.51

120
120

1.00
1.00

23.66
0.00
43.40
0.02
68.61

120
120
120
120
120

1.00
1.00
1.00
1.00
1.00

53.57

120

1.00

69.84
43.55
36.63
25.33
0.00

120
120
120
120
120

1.00
1.00
1.00
1.00
1.00

Note. The deviance goodness-of-fit tests indicated that the model was a good fit for all variables, but most
cells were sparse, with zero frequencies in 66.7% of cells. EI = emotional intelligence. df = degrees of
freedom.
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Table G4
Model Fitting Information
Cluster

Dependent Variables (EI Skills)

Self-Awareness

Understanding how one reacts to emotions
Understanding how others influence
emotions
Understanding how emotions affect others
Self-Management Adapting to change
Preventing emotions from affecting others
Managing and coping with stress
Social Awareness Recognizing the unstated emotions of
others
Recognizing the collective mood in a
room
Understanding the political forces at work
Relationship
Supporting the emotional needs of others
Management
Encouraging trust and collaboration
Managing conflict effectively
Managing change effectively

Chi-Square

df

p

40.88
16.20

16
16

.001
.44

27.38
35.05
19.57
40.88
29.04

16
16
16
16
16

.04
.004
.24
.001
.02

27.58

16

.04

19.81
14.96
17.04
10.76
35.05

16
16
16
16
16

.23
.53
.38
.82
.004

Note. The final model statistically significantly predicted the dependent variables over and above the
intercept-only model for seven of the dependent variables (at a significance level of alpha = .05). It did not
statistically significantly predict the dependent variables for six of the dependent variables. EI = emotional
intelligence. df = degrees of freedom.
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Appendix H: Ordinal Logistic Regression Results
Table H1
Ordinal Logistic Regression Results: Self-Awareness Cluster
Dependent Variable
Understanding How
One Reacts to
Emotions, Such as
Stress

Independent Variable

Participant Gender
Participant Race/Ethnicity
Participant Age
Years of Experience in Education
Years of Experience as a Principal
School Level
School Location
Student Need at the School
Understanding How
Participant Gender
Others Influence One's Participant Race/Ethnicity
Emotional State
Participant Age
Years of Experience in Education
Years of Experience as a Principal
School Level
School Location
Student Need at the School
Understanding How
Participant Gender
Emotions Affect Others Participant Race/Ethnicity
Participant Age
Years of Experience in Education
Years of Experience as a Principal
School Level
School Location
Student Need at the School

Wald ChiSquare
0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
3.13
1.76
0.00
1.60
0.67
5.07
1.27
2.53
0.00
0.60
0.02
1.49
1.27
4.32
2.85
1.67

df

p

1
3
1
1
1
5
2
2
1
3
1
1
1
5
2
2
1
3
1
1
1
5
2
2

.10
1.00
.10
.10
.10
1.00
1.00
1.00
.08
.63
.97
.21
.41
.41
.53
.28
.10
.90
.90
.22
.26
.50
.24
.43

Note. There were no statistically significant differences in the principals’ perceptions of need for emotional
intelligence training for the self-awareness cluster of skills based on gender, race/ethnicity, age, years of
experience in education, years of experience as a principal, school level, school location, or student need at
the school. However, the odds of males expressing the need for self-awareness training in understanding
how others influence one’s emotions was 0.13 (95% CI [0.01, 1.25]) times that of females, nearing
statistical significance, χ2(1) = 3.13, p = .08. df = degrees of freedom.
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Table H2
Ordinal Logistic Regression Results: Self-Management Cluster
Dependent Variable
Adapting to Change

Preventing Emotions
from Affecting Others

Managing and Coping
with Stress

Independent Variable
Participant Gender
Participant Race/Ethnicity
Participant Age
Years of Experience in
Education
Years of Experience as a
Principal
School Level
School Location
Student Need at the School
Participant Gender
Participant Race/Ethnicity
Participant Age
Years of Experience in
Education
Years of Experience as a
Principal
School Level
School Location
Student Need at the School
Participant Gender
Participant Race/Ethnicity
Participant Age
Years of Experience in
Education
Years of Experience as a
Principal
School Level
School Location
Student Need at the School

Wald ChiSquare
0.00
0.00
0.00

df

p

1
3
1

.10
1.00
.10

0.00

1

1.00

0.00

1

.10

0.00
0.00
0.00
1.36
0.43
2.00

5
2
2
1
3
1

1.00
1.00
1.00
.24
.93
.16

2.43

1

.12

1.37

1

.24

4.70
1.27
1.39
0.00
0.00
0.00

5
2
2
1
3
1

.45
.53
.50
.10
1.00
.98

0.00

1

.98

0.00

1

.98

0.00
0.00
0.00

5
2
2

1.00
1.00
1.00

Note. There were no statistically significant differences in the principals’ perceptions of need for emotional
intelligence training in the self-management cluster of skills based on gender, race/ethnicity, age, years of
experience in education, years of experience as a principal, school level, school location, or student need at
the school. df = degrees of freedom.
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Table H3
Ordinal Logistic Regression Results: Social Awareness Cluster
Dependent Variables
Recognizing Unstated
Feelings of Others

Recognizing the
Collective Mood in a
Room

Understanding
Political Forces
Within Groups

Independent Variables
Participant Gender
Participant Race/Ethnicity
Participant Age
Years of Experience in
Education
Years of Experience as a
Principal
School Level
School Location
Student Need at the School
Participant Gender
Participant Race/Ethnicity
Participant Age
Years of Experience in
Education
Years of Experience as a
Principal
School Level
School Location
Student Need at the School
Participant Gender
Participant Race/Ethnicity
Participant Age
Years of Experience in
Education
Years of Experience as a
Principal
School Level
School Location
Student Need at the School

Wald ChiSquare
6.60
0.01
0.00

df

p

1
3
1

.01
1.00
.10

1.23

1

.27

2.76

1

.10

3.38
0.56
1.70
3.53
0.00
0.74

2
2
2
1
3
1

.18
.76
.43
.06
1.00
.39

1.87

1

.17

0.01

1

.94

8.67
0.19
0.77
2.92
0.00
0.01

5
2
2
1
3
1

.12
.91
.68
.09
1.00
.93

0.25

1

.62

0.04

1

.85

5.08
0.02
0.68

5
2
2

.41
.99
.71

Note. There were no statistically significant differences in the principals’ perceptions of need for emotional
intelligence training in the social awareness cluster of skills based on race/ethnicity, age, years of
experience in education, years of experience as a principal, school level, school location, or student need at
the school. However, there were statistically significant differences found based on gender. The odds of
males expressing the need for social awareness training in recognizing unstated feelings was 0.11 (95% CI

EMOTIONAL INTELLIGENCE AND K12 PRINCIPALS

311

[0.02, 0.59]) times that of females, which is a statistically significant result, χ2(1) = 6.60, p = .01. The odds
of males expressing the need for social awareness training in recognizing the collective mood in a room
was 0.14 (95% CI [0.02, 1.09]) times that of females, nearing statistical significance χ2(1) = 3.53, p = .06,
and the odds of males expressing the need for social awareness training in understanding political forces
within groups was 0.25 (95% CI [0.05, 1.23]) times that of females, nearing statistical significance, χ2(1) =
2.92, p = .09. df = degrees of freedom.
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Table H4
Ordinal Logistic Regression Results: Relationship Management Cluster
Dependent Variables
Supporting the
Emotional Needs of
Others

Encouraging Trust
and Collaboration

Managing Conflict
Effectively

Managing Change
Effectively

Independent Variables
Participant Gender
Participant Race/Ethnicity
Participant Age
Years of Experience in
Education
Years of Experience as a
Principal
School Level
School Location
Student Need at the School
Participant Gender
Participant Race/Ethnicity
Participant Age
Years of Experience in
Education
Years of Experience as a
Principal
School Level
School Location
Student Need at the School
Participant Gender
Participant Race/Ethnicity
Participant Age
Years of Experience in
Education
Years of Experience as a
Principal
School Level
School Location
Student Need at the School
Participant Gender
Participant Race/Ethnicity
Participant Age
Years of Experience in
Education
Years of Experience as a
Principal
School Level
School Location

Wald ChiSquare
1.28
0.00
1.45

df

p

1
3
1

.26
1.00
.23

0.01

1

.92

0.40

1

.53

5.02
0.44
1.67
3.01
0.00
0.06

5
2
2
1
3
1

.41
.80
.43
.08
1.00
.81

0.08

1

.78

0.10

1

.75

4.39
0.48
0.45
0.02
0.00
0.21

5
2
2
1
3
1

.49
.80
.80
.88
1.0
.65

0.04

1

.85

1.29

1

.26

0.83
0.39
1.18
0.00
0.00
0.00

5
2
2
1
3
1

.98
.82
.55
.99
1.00
.99

0.00

1

.10

0.00

1

.10

0.00
0.00

5
2

1.00
1.00
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Dependent Variables

Independent Variables
Student Need at the School

Wald ChiSquare
0.00
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df

p

2

1.00

Note. There were no statistically significant differences in the principals’ perceptions of need for
emotional intelligence training in the relationship management cluster of skills based on gender,
race/ethnicity, age, years of experience in education, years of experience as a principal, school level,
school location, or student need at the school. However, the odds of males expressing the need for
relationship management training in encouraging trust and collaboration was .06 (95% CI [0.00, 1.44])
times that of females, nearing statistical significance, χ2(1) = 3.01, p = .08. df = degrees of freedom.

